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Written on the eve of an optimism-
destroying global war, Ethel Masters’ 
prescriptions about the administration 
of state normal schools might seem to 
us, today, both archaic and familiar. 
They describe an institution we have 
lost. World war and global depression 
transformed the character, clientele and 
raison d’être that state normal schools 
enjoyed at the turn of the twentieth 
century. As Miss Masters went on to a 
successful career teaching high school 
English and History in post-war Los 
Angeles, the normal schools she had 
studied morphed into something differ-
ent: large, bureaucratic, multi-discipli-
nary and comprehensive state colleges. 
In other ways, her words describe 
something familiar. They resonate still. 
Regrettably, some (students largely, 
but others, too) at Bridgewater State 
University—one of the nation’s first 
normal schools—continue to look 
to their education too narrowly and 
instrumentally, as merely a vector 
to a well-paying job. But the other 
part of her message—her call for 
service—echoes even more strongly 
on our campus today. “[T]he normal 
school must inspire the student to ‘min-
ister, not to be minister[ed] unto’,” she 
wrote more than a century ago (invok-
ing the biblical verse that former presi-
dent Albert Gardner Boyden used in his 
commencement address of 1904, and 
research and publication; we minis-
ter through the subjects we teach and 
the ways we teach them; we minister 
through the off-campus experiences to 
which we expose students; we minister 
by investing ourselves in community 
and looking out for each other’s well-
being, and in many other ways.
The pages of this issue of Bridgewater 
Review detail a small portion of our 
educational ministry as researchers, 
as teachers, and as pursuers of “right 
development” on campus, in America 
and abroad. The articles take us from 
Bridgewater to China, Belize and 
Canada; they detail our own efforts 
to understand and draw energy from 
the Black Lives Matter movement; 
they report on academic successes and 
failures, community challenges and 
prospects, intellectual problems and 
progress across disciplines. They cri-
tique the latest scholarship. All of them 
are “agents for good will”; all of them 
fine examples of the ways that we, as 
scholars, teachers and engaged advo-




Normal school administrators, presidents and  teachers must never lose sight of the fact that  normal schools are not organized and maintained  
to provide a special class of workers with the means of gain - 
ing a better livelihood; these special schools are organized  
and maintained to train teachers for the state’s children…  
upon whose right development… all good causes of the  
world depend.  
-  Ethel Masters, “Administration and Organization of  
State Normal Schools” (MA Thesis, University of 
California, Berkeley, 1913).
“The normal school must inspire 
the student to ‘minister, not to be 
minister[ed] unto.”
that later became our school motto). 
For Masters, faculty, administrators and 
staff, “must be… agent[s] … on the part 
of society to improve and satisfy human 
wants by the universal establishment of 
good will.”
Those are lofty goals, but ones we 
pursue daily, in incremental ways. 
Ministry means many things. We min-
ister to students and others by creating 
knowledge through scholarly inquiry, 
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into photovoltaic power generation is 
an intriguing example of how 21st-
century globalization works. A solution 
to some of its own domestic energy 
needs, PV production has thrust China 
unavoidably into international markets 
and the entangled politics of supply. 
PV: International Markets 
and Trade Wars
The emergence of China’s PV industry 
has relied principally on the inter-
national market. In 2004, high-level 
feed-in tariffs and other PV subsidy 
policies initiated by several countries, 
including Germany, stimulated private 
investment in PV production all over 
the world. According to data from 
International Energy Agency (IEA), 
the Chinese domestic market for solar 
PV installation was less than 1 GW in 
2010, and 95% of PV modules produced 
there were exported to countries other 
than the U.S. (B. Lombardozzi, “True 
Cost of Chinese Solar Panels,” www.
americanmanufacturing.org [2014]). In 
2012, China exported large amounts 
of solar cells and modules worth $2.8 
billion, and accounted for 56% of all 
PV-related imports in the U.S. China’s 
large exports in this field are a result of 
the country’s low cost of production, 
which is itself a result of the low labor 
costs and government subsidies. 
The swift rise of PV exports from 
China has caused concerns about 
dumping in the importing countries. 
Dumping is when a company exports 
a product at a price lower than the 
normal price it usually sells for on the 
market in its own country. In 2011, 
the Coalition for American Solar 
Manufacturing (CASM), a coalition of 
250 U.S. companies involved in solar 
manufacturing and installation and led 
by U.S. Solar World, filed anti-dump-
ing and anti-subsidy duty petitions with 
the U.S. Department of Commerce 
(DOC) and the International Trade 
Commission (ITC) in order to prompt 
investigations into this misconduct. 
Power, Promise and Problems: The 
Solar Photovoltaic Industry in China 
Xiangrong Liu
Since 2008, China has seized the solar-power generation opportunity and leapfrogged into the largest producer and user of Photovoltaic 
(PV) systems in the world. In this time, its rate of PV 
capacity growth has been truly astounding. According 
to a China Photovoltaic Industry Alliance (CPIA) 
report released in January 2016, China reached 43 
Giga-Watts (GW) in cumulative installed capacity 
by the end of 2015 (see Figure 1) and has more than 
20% of the world’s cumulative installed capacity. 
Even more remarkable is that more than one third 
of this total (about 15GW) was installed within the 
year 2015 alone. The emerging solar PV industry 
in China is due to the three reasons: first, a rapidly 
changing and booming international PV market; 
second, China’s PV-targeted government policies 
and incentives; and finally, the increasing demand for 
clean energy (especially electricity) in China and the 
need to remediate the deteriorating environment due 
to pollution emissions from coal-fired power plants. 
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Figure 1. China’s Installed Capacity of Solar Electricity 
Source: https://en.wikipedia.org/wiki/Solar_power_in_China. 
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The cases resulted in penalties of 
18.32-249.96% for anti-dumping duties 
and 14.70-15.97% for anti-subsidy 
duties against solar cells and mod-
ules imported from China. Similarly, 
EU Prosun, an industry association 
of European solar PV manufactur-
ers, filed a suit with the World Trade 
Organization (WTO) in 2012. The 
European Commission launched its 
own dumping investigation in 2012, 
which mandated that Chinese PV mod-
ules and component imports into the 
European Union (EU) be subjected to 
an average anti-dumping duty of 47.6%. 
In addition, the EU now requires 
China to commit to an import quota 
and a minimum import price based on 
the Bloomberg average international 
price for PV modules. 
Following these dumping investiga-
tions and repercussions, China expe-
rienced an 18% decrease in PV panel 
exports, including a 62% decrease to 
European markets. Although these 
trade wars damaged China’s PV panel 
export revenues, China remained  
the leading manufacturing of PV panels 
in 2012 with roughly two-thirds of 
total global production. Moreover, 
China’s PV manufacturers continue  
to pursue moving their production  
to other counties. For example, in 
January 2016, Yingli, one of the 
largest Chinese PV module produc-
ers, announced plans to partner with 
Demeter Power to produce multi- 
crystalline PV panels in Thailand.
China’s Solar Energy Policy
According to Bloomberg, the Chinese 
government’s investment in clean 
energy was $110.5 billion in 2015. 
According to International Energy 
Agency (IEA), in the past 20 years, 
starting with the Brightness Program in 
1996, China has introduced 50 energy 
policies, half of which are directly 
related to solar production, and the 
other half to multiple renewable energy 
sources in general. These policies can 
be categorized into five major types: 
government policy support, economic 
instruments, regulatory instruments, 
research development and deployment, 
and information and education. The 
largest category is policy support and  
it includes three subcategories: strategic 
planning, institutional creation and 
general policy support. Regulatory 
instruments (such as codes and stand-
ards) were introduced frequently after 
2013 when China’s solar PV industry 
faced another round of challenges, 
including antidumping investiga-
tion and overcapacity. But there has 
been very little detectable activity in 
the areas of research, development 
and deployment, or information and 
education. 
As the second largest category, eco-
nomic instrument policies consist of 
fiscal/financial incentives such as taxes, 
feed-in tariffs, grants and subsidies. 
Three policies in particular mark the 
government’s commitment to the solar 
PV industry. In 2002, it initiated a 
“Power Supply Plan for Rural Areas 
without Electricity in the Western 
Provinces and Regions,” which pro-
moted PV application in remote areas. 
Incentive-based policies led to the 
installation of a 4.3GW solar power sta-
tion (2009-12) in northwestern China; 
in the same period, another policy, 
“Golden-Sun,” provided incentives 
to more than 700 solar power plants, 
each with 5.8GW capacity. Like most 
Western countries, China also adopted 
Feed-in-Tariffs (FiT)—long-term 
contracts provided to renewable energy 
producers, with variable rates per 
kilowatt hour of energy produced (i.e. 
in areas with the highest solar radiation, 
the FiT is lower because the generat-
ing cost is also lower). Through these 
efforts, the government’s incentivizing 
has changed from “pushing” the supply 
side to “pulling” the demand side.
PV in the Domestic Market
On one hand, China’s demand for 
energy, especially electricity, continues 
to increase. Even with the slowest rate 
of growth since 1998, the electric-
ity demand in China reached 5500 
terawatt hours (TWh) in 2015. On the 
other hand, the deteriorating environ-
ment due to the pollution emissions 
from coal-fired power plants makes a 
switch to renewable energy sources, 
especially solar energy, critical to 
improving living conditions. In 2014, 
air pollution led to more than 200 
unhealthy days due to poor air quality 
in Beijing (G. Gao, “As Smog Hangs 
Over Beijing,” www.pewresearch.org 
[2015]). The smog in China is a severe 
problem. About 60% of the country’s 
power is generated from coal and  
solar power is an obvious, safer alterna-
tive. Solar power generates electricity 
through semiconductors and its  
application can be categorized into  
two types: centralized systems or  
distributed systems. 
In 2002, [China] initiated a 
“Power Supply Plan for Rural 
Areas without Electricity in the 
Western Provinces and Regions,” 
which promoted PV application 
in remote areas. 
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Centralized solar applications are large-
scale systems run by utility companies, 
while decentralized applications are 
photovoltaic systems installed on the 
rooftops of residential buildings, busi-
ness buildings – such as warehouses 
and shopping malls, and in other public 
areas – such as those at schools and air-
ports. In 2015, the cumulative capacity 
of centralized systems accounted for 
84% of total installed capacity, while 
distributed accounted for only 16%. 
Both sorts of applications face signifi-
cant challenges to potential expansion.
For centralized solar applications, there 
are three major obstacles. First, land 
use is a serious problem; to build a 
solar PV plant, large areas are needed. 
Regulations within China’s different 
government departments vary, and 
getting permission for land use is very 
challenging. Also, taxes related to land 
use have significantly increased the 
cost of solar PV electricity generation. 
Second, China’s vast geography is an 
obstacle to efficient solar generation 
and use. The provinces in northwestern 
China have sufficient solar resources, 
such as long hours of sunshine and large 
spare landscapes, and a great potential 
to generate solar power. But transmit-
ting it to the populous and industrial 
East is the challenge. In 2015, Chinese 
solar PV producers abandoned 4.65 bil-
lion KWh, or 12.62% of the country’s 
solar PV installed capacity. Gangsu, 
Qinghai, Xinjiang and Ningxia prov-
inces abandoned the largest percentage 
of solar electricity. The uneven geo-
graphic distribution of solar resources 
and economic development is a serious 
issue and the significant power loss dur-
ing the transmission process renders this 
business model unsustainable. 
The third major obstacle for further 
developing large-scale solar-powered 
systems involves long waiting periods 
for permission from local governments, 
power-supply companies and the other 
administrative departments. Numerous 
projects did not receive government 
subsidies on time as promised; in one 
case, a group of projects experienced 
a two-year delay, which increased the 
generation cost and reduced the returns 
on investment. These delays have had 
a chilling effect for householders, who 
hesitate to submit their rooftop PV sys-
tem adoption applications. The adop-
tion of solar PV systems by households 
is slow. The complicated application 
process, lack of knowledge of solar PV 
systems, and large initial investments 
are prohibitive reasons. Some cultural 
reasons—such as fear of breaking away 
from centralized energy systems—may 
also be delaying the adoption process. 
PV Supply Chain
A full understanding of China’s 
PV industry requires a thorough 
Distributed PV System on the Roof of an Industrial Plant, Changzhou. Author’s photo.
…China remained the leading 
manufacturing of PV panels in 
2012 with roughly two-thirds of 
total global production. 
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investigation of its supply chain struc-
ture. Figure 2 illustrates the PV panel 
production process. Raw materials 
such as crystalline, or multicrystalline 
silicon, both of which have high purity 
levels of silicon, are cast into ingot and 
then cut into pieces, or wafers, which 
can be used to produce solar cells. 
Multiple solar cells are then strung 
together to make a solar module. A 
solar panel includes a solar module and 
a balance of systems including wiring, 
invertors for transforming AC to DC, 
batteries and other electronic parts. 
Finally, an installer takes the solar panel 
and installs it at a selected site.
The development of the Chinese solar 
PV industry has faced different chal-
lenges in different periods. In 2005, 
high-purity silicon and wafers were  
in short supply due to the rapidly 
increasing production of solar PV  
panels. As a result, producers sought  
to secure silicon supply through long-
term contracts with silicon/wafer 
suppliers using common strategies of 
supply-chain management. But this  
led to other problems. 
Soon, the pendulum had swung too far 
the other way. Over production led to 
a glut of silicon, wafers and PV panels 
causing a sharp drop in prices at all the 
stages of production, sometime after 
2008. For example, in 2015, China’s 
multicrystalline production was more 
than 165 thousand tons, double the 
amount of 2013. Overcapacity caused 
a reduction in the average price to 124 
thousand renminbi (RMB)/ton, a 
decrease of 22.6% from 2014. Because 
of the low (almost zero) profit margin, 
only 15 multicrystalline manufactur-
ers survived, but the largest six of them 
together have an annual capacity more 
than 10 thousand tons—more than half 
of the Chinese solar power market. 
Overcapacity led to the price reduction 
of solar modules from 36 RMB/Watt 
peak capacity (Wp) ($6 USD/ Wp) in 
2007 to an average of 4.04 RMB/Wp 
($0.66 USD/Wp) in 2015.
With the pressure of declining rates and 
the anti-dumping investigations in the 
global market, many Chinese PV panel 
producers and their suppliers went out 
of business between 2012 and 2014 
because they did not anticipate these 
dramatic changes. In this field, verti-
cal integration may potentially lead to 
business failure, especially if a company 
does not have sufficient resources or 
the competitive advantages to operate 
in the new field. Similarly, long-term 
contracts can introduce inf lexibility 
into supply-chain management, which 
increases the risk of supply-chain inter-
ruption when the market changes. For 
example, SunTech, the largest producer 
of PV panels in China, was founded in 
2001 and reached its peak in 2008. In 
July 2006, SunTech signed a 10-year 
contract (with pre-determined pricing) 
with U.S.-based Monsanto Electronic 
Materials Company (MEMC) to ensure 
a supply of solar wafers. With the drop 
of wafer prices in 2011 and the over-
production of solar panels, SunTech had 
to terminate its contract with MEMC 
and pay a penalty of $120 million. One 
wrong purchasing decision led directly 
to SunTech’s bankruptcy in 2012. 
Within the last 10 years, the rapid 
growth of China’s solar PV industry  
has been phenomenal. The future of 
solar PV industry in China is very 
promising; however, developing its 
solar PV sector in a healthy way still  
has a long way to go. With increas-
ing competition and regulation in 
the global market and strong pres-
sure domestically due to over capacity 
and continuous price reduction, the 
Chinese government and Chinese PV 
panel producers have steeper hills to 
climb than they did 10 years ago. But 
even in the changed and changing 
circumstances, solar PV remains a good 
solution for China, not only to meet the 
increasing demand for electricity, but 
also to reduce the pollution emissions 
from coal-fired power plants.
Figure 2. PV Supply Chain Structure 
Sources: www.microchemicals.com/products/wafers/from_the_ingot_to_finished_silicon_wafers.html;  
www.utech-solar.com/en/index.html; kemiwafers.com/cells.php; solardo.eu/photovoltaik/solarmodule/.
 Raw Material Ingot Wafer Solar Cell Solar Module Solar Panel
Xiangrong Liu is Assistant Professor  
and Internship Coordinator in the 
Management Department.
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Since August 2014, the National 
Science Foundation ADVANCE 
program has funded (grant #HRD-
1409348) our inquiry into the 
importance of work-place f lexibility 
for faculty in Science, Technology, 
Engineering and Mathematics (STEM), 
and Social Sciences (SS) at BSU. A 
predominant challenge to workplace 
f lexibility (as well as work/life integra-
tion) for all faculty, librarians, staff, 
and administrators is BSU’s lack of 
fully paid family and parental leave. 
BSU’s team of researchers surveyed 
and interviewed full- and part-time 
STEM and SS faculty to explore how 
they create workplace f lexibility within 
the boundaries of institutional require-
ments and policies, including how  
they manage family and parental leave. 
This article focuses on the parental 
leave component of our work.
Researchers and policymakers have 
consistently identified paid parental 
leave as a “best practice” for a success-
ful workforce (www.worklifelaw.org/
pubs/worklife_academia_FINAL.
pdf ). Paid parental leave improves 
worker productivity, retention, 
loyalty and satisfaction (www.nation-
alpartnership.org/research-library/
work-family/paid-leave/paid-leave-
good-for-business.pdf ). Because 
employee turnover is expensive, paid 
parental leave has either a neutral 
or positive effect on an institution’s 
finances (https://hbr.org/2011/01/
paid-family-leave-pays-off-in/).
Some of us can anticipate when we 
need parental leave, but for most it is 
difficult to time pregnancies or know 
when an adopted or foster child might 
join the family. Even faculty who do 
not need parental leave can be affected 
by BSU’s policies and procedures. 
Department chairs often work with 
faculty to coordinate parental leave; 
other times, faculty may be asked to 
cover classes, advising, and committee 
work when a colleague is out; and  
part-time faculty are often hired to 
cover faculty on leave. As a result, 
parental leave is a campus-wide issue 
that concerns us all. 
As part of our ADVANCE work we 
surveyed full-time faculty in our data 
pool and 74 colleagues responded to 
the following question: “To the best of 
your knowledge, without consulting 
sources, what is the family leave policy 
on campus?” Most respondents inter-
preted family leave as parental leave. 
Over half of the respondents (52%) had 
Parental Leave at Bridgewater State 
– what we have and what we need
Martina Arndt, Laura Ramsey, Kimberly Fox,  
Pamela Russell, and Michael Young
Faculty, librarians, administrators and staff at Bridgewater State University utilize the Family Medical Leave Act (FMLA) for many reasons—
for their own health (medical leave), to take care of 
family members (family leave), and to have, adopt, or 
foster a child (parental leave.) FMLA guarantees 12 
weeks of unpaid leave, however BSU policy allows 
employees to apply accrued sick leave to pay for some 
or all of the leave. Full-time faculty and librarians on 
medical leave continue to earn pay after using part 
of their accrued sick leave because they can tap into 
the sick bank—but those on family or parental leave 
cannot. Those on parental leave are contractually 
granted 10 paid days, but those on family leave are  
not. We need to do better than this. 
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While Jane is not a real BSU faculty 
member, her story is familiar to faculty 
on campus. Our qualitative interviews 
with 49 full-time faculty members 
showed the real-life impacts of the cur-
rent parental leave policy. One faculty 
member who was considering single 
parenthood noted: “I didn’t find a 
way … to have a child or adopt a child 
within the system that we have here.” 
Another emphasized the problems with 
changing professors partway through 
a course, saying “it doesn’t serve the 
students well, to have two different 
instructors per class, it doesn’t serve  
the faculty well, it’s just … a bad expe-
rience … a bad experience categorically 
for everybody involved.”
Based on our ADVANCE research, it 
is clear that our parental leave policy 
is insufficient and even detrimental to 
our students and faculty. So what is the 
solution? What would be possible at a 
public institution, especially during dif-
ficult fiscal times? The answer to that 
may lie in the kinds of paid parental 
leave our peer institutions and other 
state agencies provide. 
While investigating policies of other 
state agencies in Massachusetts, we 
found that some provide paid leave 
without requiring employees to deplete 
their sick days. For example, as of May 
11, 2015, the Massachusetts Attorney 
General’s Office offers 30 days of paid 
parental leave for its employees (www.
mass.gov/ago/docs/hr/parental-leave-
policy.pdf ) and as of June 3, 2015, the 
Massachusetts Treasurer’s office offers 




leave-policy.html). In addition, all 
tenure-track faculty at University of 
Massachusetts campuses at Amherst and 
Boston are granted an entire semester 
of paid parental leave (umassmsp.org/
msp_contract; https://www.uml.edu/
HR/Labor-Relations/Faculty-Labor.
aspx ). At UMass, faculty are also 
allowed to tap into the sick bank for 
parental leave, which our contract does 
not allow. 
How can BSU do better 
and what do we need?
Imagine that we had a paid semester 
of parental leave at BSU. It would not 
solve every problem related to parental 
leave, but it would significantly reduce 
the burdens caused by our current 
policy. With the simple addition of 
allowing faculty to donate additional 
time to the sick bank and granting fac-
ulty access to the sick bank for parental 
leave, we could provide that option 
with little or no cost to the university. 
But we would also need to create a 
campus culture where faculty know all 
of their parental leave options and how 
to utilize them. 
Department chairs who are knowledge-
able about parental leave options are 
vital to this work, as they may be the 
first contact point for faculty members 
regarding parental leave needs. One 
benefit of parental leave in particular is 
that faculty often have several months 
to plan ahead for the leave. But even 
with that additional time, if faculty and 
administrators do not know what the 
options are, people in need may not 
know either. Montana State University 
has addressed this problem by sup-
porting a faculty member to serve 
as a Family Advocate who helps all 
employees and students navigate their 
university’s policies and programs and 
serves as a first stop for questions about 
everything from where the nursing 
rooms are to “family and medical leave 
across the lifespan” (www.montana.
edu/provost/family-advocates.html).
BSU also needs to foster supportive 
departmental cultures and find ways 
to manage the advising and committee 
work of faculty on leave without over-
burdening their colleagues. Given  
that we have a talented pool of part-
time faculty, perhaps they could be 
compensated not only to teach courses  
but also to take part in other depart-
mental work, like advising or commit-
tee deliberations. 
Can BSU do better with regard to 
parental leave? We hope so. The 
ADVANCE team has been working 
with various stakeholders on campus, 
including MSCA leadership, Human 
Resources, and President Clark, who 
are all in support of expanding paid 
parental leave on campus. An important 
aspect of our conversations is that paid 
parental leave should apply to everyone 
who utilizes FMLA—faculty, librar-
ians, staff, and administrators. Family 
leave is just as important as parental 
leave, as caring for family members can 
affect any of us at any time. Research 
demonstrates there could be little finan-
cial impact on BSU with great benefit 
to the entire campus community. We 
should rally around an improved family 
and parental leave policy. Movement 
on these issues is imperative and 
change can happen not just through 
a formal BSU policy that aligns with 
the contract but also through contract 
negotiations. We are eager to have your 
input and support as we work toward a 
positive and socially just change around 
parental and family leave.
Martina Arndt is Professor in the  
Physics Department.
Laura Ramsey is Assistant Professor in  
the Psychology Department.
Kimberly Fox is Assistant Professor in  
the Sociology Department.
Pamela Russell is Interim Associate  
Provost for Academic and Faculty Affairs.
Michael Young is Associate Provost for 
Academic Planning and Administration.
no idea or had a completely inaccurate 
understanding of it, while 41% had a 
partially correct understanding, and 7% 
had a completely correct understanding 
(Figure 1).
Overall, this shows full-time fac-
ulty have a low level of awareness 
and understanding of the family and 
parental leave policy. On one level this 
may make sense. Perhaps respondents 
haven’t needed to use it recently (or 
ever), and therefore hadn’t looked into 
it. But what if you are a department 
chair and a member of your department 
needs to take parental leave? Or you are 
approached by a pregnant pre-tenured 
faculty member for advice about leave? 
We all should know what the parental 
leave policy is or where to go to easily 
find that information. 
What is the parental leave 
policy we have now?
The current MSCA contract stipu-
lates that full-time faculty can take 
unpaid family leave (including parental 
leave) for up to a year. Upon the birth, 
adoption, or fostering of a child, paid 
parental FMLA leave is available for 10 
days, with an additional 10 weeks of 
unpaid FMLA leave. Full-time faculty 
can use their personal days and accrued 
sick days as a mechanism to be paid for 
up to an additional 10 weeks of parental 
leave. In contrast, a faculty member on 
medical leave can claim up to two years 
of paid leave from the sick bank after 
using all of their accrued sick days. The 
sick bank cannot be used for family or 
parental leave.
Faculty who do not have enough 
accrued sick days and who cannot 
afford to take unpaid time must find 
other ways to manage their parental 
leave during the 12 weeks afforded 
by FMLA. Some faculty simply use 
their 10 paid days before returning to 
work, relying on colleagues to cover 
their classes, advising, and committee 
work in their absence. Others take on 
alternative professional responsibilities 
during their otherwise unpaid weeks, 
with some teaching online courses at 
the same time. None of these choices 
are ideal because none of them are 
actual leave—the faculty member still 
has to work full-time for weeks while 
caring full-time for a child. Depleting 
accrued sick leave could also have 
implications for future illnesses.
Why does paid parental 
leave matter at BSU?
Faculty, administrators, and students 
alike face a number of challenges with 
BSU’s current parental leave policy. 
One pressing issue is that pre-tenure 
faculty, who are demographically 
the most likely to have new children 
joining the family, often do not have 
enough accrued sick days to cover a 
10-week absence. It takes faculty mem-
bers a full year to accrue 10 sick days; 
at that rate, it would take five years to 
accrue enough sick time to cover 10 
unpaid FMLA weeks, assuming faculty 
have not already used any accrued sick 
days. Without enough accrued sick 
days, faculty must return to work or 
take the remaining time unpaid and 
not work. Many people cannot afford 
to take unpaid leave and thus are forced 
to negotiate an alternative workload 
during this time of parental need. This 
approach impacts not only individual 
faculty members who need the leave, 
but also their colleagues who step in 
to cover classes and other professional 
responsibilities and department chairs 
and administrators who need to man-
age schedules, hire part-time faculty, 
and evaluate faculty on leave in short-
ened terms. Students may also face 
multiple faculty members with different 
expectations and styles in the classroom 
within the same course.
Furthermore, a significant issue with 
these solutions is that they are arranged 
on a case-by-case basis and depend 
strongly on the knowledge and support 
of the faculty member, the department 
chair, and the administrators who sign 
off on the final arrangements. Making 
these arrangements can be even more 
precarious for pre-tenure faculty, who 
may have less knowledge of the options 
available or any precedent set by previ-
ous colleagues in their situation, and 
may worry about the impact a leave 
could have on the tenure process. Our 
conversations with faculty members 
revealed that vastly different options 
were presented to different faculty 
members facing the need for parental 
leave, raising questions of equity and 
social justice. 
Consider this scenario. Jane is a full-
time faculty member who has com-
pleted her third year at BSU and is 
going to have a baby two weeks into 
the Spring semester of her fourth year. 
By the time she is scheduled to have the 
baby, assuming she has not used any 
sick days, she will have accrued approx-
imately 35 days, or seven weeks, of sick 
leave (10 days per year for the first three 
years, about five from half of her fourth 
year.) Given a 14-week semester, she 
could work the first two weeks of the 
semester (assuming no early delivery or 
pregnancy complications), have other 
faculty members (either part-time 
faculty for pay or full-time faculty for 
overload credits) cover her classes while 
she utilizes the two weeks of paid leave 
granted by the contract and her seven 
weeks of accrued sick leave. This leaves 
three weeks in the semester – does she 
take the rest of the semester unpaid? 
Does she return to the classroom with 
a nine-week old at home and cause 
disruption in her classrooms by switch-
ing professors in the middle of her 
courses? Or does she try to arrange for 
alternative work during those remain-
ing weeks, which is not always available 
and can be difficult to negotiate? An 
ideal answer would be that she receive 
the entire semester as paid leave. That 
option would be the least disruptive  
to her students, the most just for her 
colleagues, and the most supportive  
of Jane and her family. 
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While Jane is not a real BSU faculty 
member, her story is familiar to faculty 
on campus. Our qualitative interviews 
with 49 full-time faculty members 
showed the real-life impacts of the cur-
rent parental leave policy. One faculty 
member who was considering single 
parenthood noted: “I didn’t find a 
way … to have a child or adopt a child 
within the system that we have here.” 
Another emphasized the problems with 
changing professors partway through 
a course, saying “it doesn’t serve the 
students well, to have two different 
instructors per class, it doesn’t serve  
the faculty well, it’s just … a bad expe-
rience … a bad experience categorically 
for everybody involved.”
Based on our ADVANCE research, it 
is clear that our parental leave policy 
is insufficient and even detrimental to 
our students and faculty. So what is the 
solution? What would be possible at a 
public institution, especially during dif-
ficult fiscal times? The answer to that 
may lie in the kinds of paid parental 
leave our peer institutions and other 
state agencies provide. 
While investigating policies of other 
state agencies in Massachusetts, we 
found that some provide paid leave 
without requiring employees to deplete 
their sick days. For example, as of May 
11, 2015, the Massachusetts Attorney 
General’s Office offers 30 days of paid 
parental leave for its employees (www.
mass.gov/ago/docs/hr/parental-leave-
policy.pdf ) and as of June 3, 2015, the 
Massachusetts Treasurer’s office offers 




leave-policy.html). In addition, all 
tenure-track faculty at University of 
Massachusetts campuses at Amherst and 
Boston are granted an entire semester 
of paid parental leave (umassmsp.org/
msp_contract; https://www.uml.edu/
HR/Labor-Relations/Faculty-Labor.
aspx ). At UMass, faculty are also 
allowed to tap into the sick bank for 
parental leave, which our contract does 
not allow. 
How can BSU do better 
and what do we need?
Imagine that we had a paid semester 
of parental leave at BSU. It would not 
solve every problem related to parental 
leave, but it would significantly reduce 
the burdens caused by our current 
policy. With the simple addition of 
allowing faculty to donate additional 
time to the sick bank and granting fac-
ulty access to the sick bank for parental 
leave, we could provide that option 
with little or no cost to the university. 
But we would also need to create a 
campus culture where faculty know all 
of their parental leave options and how 
to utilize them. 
Department chairs who are knowledge-
able about parental leave options are 
vital to this work, as they may be the 
first contact point for faculty members 
regarding parental leave needs. One 
benefit of parental leave in particular is 
that faculty often have several months 
to plan ahead for the leave. But even 
with that additional time, if faculty and 
administrators do not know what the 
options are, people in need may not 
know either. Montana State University 
has addressed this problem by sup-
porting a faculty member to serve 
as a Family Advocate who helps all 
employees and students navigate their 
university’s policies and programs and 
serves as a first stop for questions about 
everything from where the nursing 
rooms are to “family and medical leave 
across the lifespan” (www.montana.
edu/provost/family-advocates.html).
BSU also needs to foster supportive 
departmental cultures and find ways 
to manage the advising and committee 
work of faculty on leave without over-
burdening their colleagues. Given  
that we have a talented pool of part-
time faculty, perhaps they could be 
compensated not only to teach courses  
but also to take part in other depart-
mental work, like advising or commit-
tee deliberations. 
Can BSU do better with regard to 
parental leave? We hope so. The 
ADVANCE team has been working 
with various stakeholders on campus, 
including MSCA leadership, Human 
Resources, and President Clark, who 
are all in support of expanding paid 
parental leave on campus. An important 
aspect of our conversations is that paid 
parental leave should apply to everyone 
who utilizes FMLA—faculty, librar-
ians, staff, and administrators. Family 
leave is just as important as parental 
leave, as caring for family members can 
affect any of us at any time. Research 
demonstrates there could be little finan-
cial impact on BSU with great benefit 
to the entire campus community. We 
should rally around an improved family 
and parental leave policy. Movement 
on these issues is imperative and 
change can happen not just through 
a formal BSU policy that aligns with 
the contract but also through contract 
negotiations. We are eager to have your 
input and support as we work toward a 
positive and socially just change around 
parental and family leave.
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Physics Department.
Laura Ramsey is Assistant Professor in  
the Psychology Department.
Kimberly Fox is Assistant Professor in  
the Sociology Department.
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Photovoice is a participatory research 
method that was developed to promote 
empowerment among marginalized 
individuals in their own communities. 
It is a commonly used form of visual 
research in social sciences (Denzin 
& Lincoln, Collecting and interpreting 
qualitative materials [2013]). According 
to Wang & Burris (Health Education 
Behavior [1997]), Photovoice is a tech-
nique individuals can use to identify, 
represent and enhance their commu-
nity through photography. Students 
are entrusted with digital cameras and 
charged with photographing what they 
see as strengths and weaknesses in their 
communities. Photovoice has three 
main goals: (1) enable people to record 
and present their identified community 
strengths and areas of weakness, (2) 
promote small-group dialogue about 
newly identified community issues, and 
Empowering Belizean Youth 
through Photovoice
Daniel Chase
In each of the past 11 years, a dozen Bridgewater State University students have travelled to St John’s Anglican Primary school in Belize City, 
Belize during January break to complete a service 
project. Their efforts have been squarely focused on 
Belizean youth. Belize is a young country (70% of the 
popula tion is below the age of 29), and the National 
Youth Development Policy of Belize (2012) indicates 
that Belizean youth are doing well. However, like 
youth everywhere, young people in Belize crave 
empowerment—a greater public voice, a sense of  
safety and structure, self-worth and an ability to 
contribute. They want to connect with the people  
in positions of power. In a modest way, BSU students 
have helped them to do that. In addition to painting  
a newly constructed school building at St John’s  
in spring 2016, our students helped implement  
a Photovoice project, a visual method for the 
expression of young people’s views and voices.
(3) present salient findings to commu-
nity dignitaries and persons in positions 
of power. Moreover, as Loeff ler ( Journal 
of Leisure Research [2004]) argues, pho-
tographs can capture grander levels of 
detail about the emotional meaning of 
experience versus words-only data.
Over the course of five days, 16 St 
John’s students were entrusted with 
Kodak Easyshare® digital cameras and 
were instructed to each take four  
photos of what they perceived as com-
munity strengths as well as four photos 
of weaknesses or areas of concern in 
their community. The students were 
asked to create titles and captions for 
the photos. At the same time, BSU  
students recorded their own observa-
tions and field notes and undertook 
informal interviews with Belizean 
students. Finally, a formal presenta-
tion was made by the St John’s youth 
to an audience of dignitaries from the 
community, including the CEO of 
Education in Belize, a Belizean police 
officer, the St John’s school principal, 
and a cooperating teacher. A total of 
128 photographs were taken for the 
Photovoice project (four strengths 
photos and four weaknesses photos x 16 
students); however, only 16 photos were 
included in the presentation to digni-
taries. Once all photos were printed and 
handed back to the rightful owners, 
analysis began in earnest. 
Youth photographers conducted 
analysis of their own photos with the 
assistance of BSU students; each pair of 
Photovoice was a novel and 
effective method for studying 
Belizean youths’ perceptions  
of community strengths  
and weaknesses. The Photovoice 
process revealed ways in which 
social change could occur.
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St John’s students was partnered with at 
least one BSU student. They used the 
SHOWeD method to categorize their 
photos (Wang, Journal of Community 
Practice [2006]). Commonly used in 
photovoice projects, the SHOWeD 
method is a means of getting at the root 
causes of identified problems through 
guided discussion. The SHOWeD pro-
cess includes the following questions: 
What do you See here? What is really 
Happening here? How does this relate 
to Our lives? Why does this problem  
or strength Exist? What can we Do 
about it? to facilitate discussion. As  
part of the SHOWeD process, the St 
John’s students and the BSU students 
systematically coded all 128 photos. 
Initial codes were based on key words 
from the photo captions. Above all  
others, there were two themes that 
stood out to Belizean youth: responsi-
bility and support. 
Dramatic pictures of compulsive lit-
tering and ramshackle houses and 
buildings were represented in many of 
the photos. However, the theme that 
emerged from these photos for the St 
John’s students was responsibility. While 
garbage and litter were included in 
the original codes and categories, the 
theme responsibility expressed the 
notion that garbage and litter were 
more problematic than simply being 
unsightly. In fact, students were con-
cerned about “who” should be respon-
sible for managing the trash problem. 
Students were baff led as to why more 
work was not being done to remedy  
the trash problem. 
The crux of the trash matter was 
responsibility. For instance, looking 
at Hughlet’s photo, title and caption, 
she, like others, believed that trash 
was a problem, but the responsibility 
should be put on the government (as 
opposed to taking personal responsibil-
ity). As noted by Hughlet, others in the 
community should be keeping their 
area clean. However, not one student 
accepted personal responsibility for 
keeping the community cleaner. 
Similar to Hughlet’s photo, Delffin’s 
photo, title, and caption lend evidence 
to the idea that rather than taking 
personal responsibility for the lit-
ter problem and helping to keep the 
environment clean (including the sea), 
“others” were identified as those being 
responsible for putting up more “no  
littering” signs around the city. 
Also stopping short of taking personal 
responsibility for the litter problem in 
the city, Kelis’ photo, title, and cap-
tion show that it is the community’s 
responsibility to make recreation areas 
safe for play and watching others play. 
Specifically, Kelis’ concern was that 
people in the community were being 
disrespectful for allowing play areas to 
get run down. Again, personal respon-
sibility for making positive change was 
not evident, but desiring others to do 
the work was obvious.
Wasan’s photo, title, and caption 
expresses the students’ idea that the 
government should be responsible for 
not only keeping the community clean, 
but also keeping the community safe. 
Wasan was the first to note personal 
responsibility as a solution to a com-
munity issue. Not only were the police 
recognized and applauded for taking on 
the responsibility of keeping the school 
children and other community mem-
bers safe, but he noted that he and other 
schoolmates can take on the responsi-
bility of keeping the community safe by 
becoming future police officers.
Figure 1. Cleaning Truck
“Cleaning Truck” – Men taking garbage 
from bins and putting it in the garbage 
truck. More people in the community 
should help pick up trash on the streets. 
The government should provide jobs  
to keep the community clean. Photo  
by Hughlet.
Figure 3. Cheering for Improvement
“Cheering for Improvement” – There are 
broken bleachers and the roof needs to be 
fixed because there needs to be seats and  
a shelter. People in our community should 
be more respectful to public property.  
Photo by Kelis.
Figure 2. Garbage in the Water
“Garbage in the Water” – This photo 
shows that there is a lot of garbage in the 
water. People throw garbage into the water 
and it is very upsetting because it goes into 
the sea. This could be changed by cleaning 
up and stopping littering. No littering signs 
might help, as well as adding more trash 
cans. Photo by Delffin.
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While Wasan’s photo “Protection” was 
described as a strength, not all students 
believed the police officers were doing 
their job of protecting community 
members. Others, like Keron, noted 
that some of the police were rude and 
bossy and it was the government’s 
responsibility to change the offficers’ 
attitudes. In group discussions, many 
St John’s school students remarked that 
they felt the same way as Keron and 
believed that the government should 
“change” the police from harming  
others to helping others.
While students believed that it was the 
police officers’ responsibility to provide 
a safe community, others believed that 
support needs to come from others. The 
second theme highlights a number of 
support systems youth have available to 
them. For instance, the photo “Garden 
Girls” and Ajahn’s caption make clear 
one way in which these girls can help 
their fellow students and community. It 
is also true that this photo and caption 
could fit into the responsibility theme. 
This was the first instance in which 
youth felt responsibility to care for oth-
ers. But it bears repeating: even though 
they were willing to perform garden-
ing, these girls did not find it their 
responsibility to clean up litter.
Similar to Ajahn’s photo, the next 
photo, title, and caption showed that 
the youth had a number of support 
systems within the four walls of their 
school. In fact, the cooperating teacher 
was noted as a great leader in the school, 
someone to look up to for guidance. 
Students also remarked that if they had 
more teachers like Mr Antonio, the 
community could be stronger.
Figure 6. Garden Girls
“Garden Girls” – The girls in this photo 
are helping each other. By growing plants 
they are protecting people and helping 
people live. Photo by Ajahn.
Figure 5. Stay Safe, Be Alert
“Stay Safe, Be Alert” – They caught the 
criminal. The police are alert. Some of the 
police are bossy and rude. We can talk to 
the government about their attitudes.  
Photo by Keron
Figure 7. Community Helper
“Community Helper” – He makes the 
community stronger, our teacher is standing 
to support the group. If we have more 
leaders like Mr. Antonio we could have a 
stronger community. Photo by Jaheim.
Students took great pride in being 
part of this school community and 
many noted that it would be up to 
all of them to support one another 
throughout the school year. 
Figure 4. Protection
“Protection” – Police help keep the 
community safe. People need to know 
police are important in the community. 
When we grow up we can become police 
officers. Photo by Wasan.
St John’s students also viewed BSU 
students as part of their support system. 
For instance, looking at the “Kindness” 
photo, Timothy and Jaylon expressed 
their gratitude towards BSU for assist-
ing them with their school work. 
Again, this photo could also fall under 
the responsibility theme; that is, the 
photographers and other students felt 
as if it was everyone’s responsibility to 
help make one another smile. 
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The final photo, titled “Classmates,” 
depicts how the St John’s students felt 
about one another as part of the support 
system at school. A lengthy conversa-
tion about how students supported 
one another ensued. Students took 
great pride in being part of this school 
community and many noted that it 
would be up to all of them to support 
one another throughout the school 
year. They noted that when they are 
Figure 8. Kindness
“Kindness” – This photo teaches people 
how to share, care for each other, and be 
kind. If you put a smile on other peoples’ 
faces you will put a smile on yours too. 
Photo by Timothy and Jaylon.
all together, especially in their school 
green, they were a stronger group. 
Similar to the “Kindness” photo this 
picture could have been included in the 
responsibility theme. Although students 
recognized that they could be part of a 
solution, they fell short of articulating 
specific ways to take responsibility for 
themselves and others.
Photovoice was a novel and effective 
method for studying Belizean youths’ 
perceptions of community strengths 
and weaknesses. The Photovoice 
process revealed ways in which social 
change could occur. Interestingly, 
[The project] revealed to 
Bridgewater State students the 
value of community service work, 
a key element in the mission of 
their own university.
students did not see themselves as agents 
of change as related to the trash and 
litter problem in their neighborhood. 
In fact, overwhelmingly so, students 
believed it was the responsibility of  
the government and others to keep  
the community clean and safe. Still,  
the project planted an important seed;  
it pushed St John’s students to ask  
questions about their own roles as 
stewards of their community. And it 
revealed to Bridgewater State students 
the value of community service work,  
a key element in the mission of their 
own university.
Figure 9. Classmates
“Classmates” – All of the class is together, everyone is happy, and we are all wearing full 
green. Photo by Jasmine.
Daniel Chase is Assistant Professor in  
the Department of Movement Arts,  
Health Promotion and Leisure Studies.
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Christy Lyons Graham, 
Associate Professor in 
Counselor Education 
and Teach-In Organizer
Last winter, I organized 
a Black Lives Matter 
Teach-In and follow-
up town hall meeting 
on the campus of 
Bridgewater State University. Black Lives 
Matter (BLM) is an activist movement 
that began in July 2013, when George 
Zimmerman was acquitted of charges in the 
shooting death of African-American teen 
Trayvon Martin. BLM campaigns against 
the violence and systemic racism directed 
toward African Americans. The overarching 
goal of the teach-in was to raise awareness 
and promote constructive dialogue around 
the issues raised by the BLM movement.
The teach-in was held in conjunction with similar events on  
three other campuses in Massachusetts. While this was the  
first event of its kind and new territory for most, more than  
70 BSU full-time and part-time professors across many disciplines 
eagerly volunteered to participate by infusing a BLM-related 
topic into their courses during that week. I was astonished by  
the outpouring interest shown during the planning phase of  
the event. Many participants had had no experience in  
facilitating dialogue around social justice issues, but chose  
to take on the challenge.
As the teach-in volunteer organizer, I had the privilege of reading 
scores of email messages from volunteer faculty participants 
enthusiastically detailing their lesson plans. I was both honored 
to be privy to such creative intellectual prowess and proud of my 
colleagues for taking this on without hesitation. In addition to 
those from faculty, I also received email indicating interest from 
librarians and staff. I had not considered how Maxwell Library 
could be involved, for example, but librarian Pamela Hayes-
Bohanan voluntarily put together a MaxGuide that included 
resources for the teach-in. Additionally, staff from the Center 
for Multicultural Affairs and the GLBTA Pride Center organized 
and hosted their own related events during the teach-in week. 
Several student-led organizations held their own events as well. 
It was a campus-wide endeavor to raise awareness about Black 
Americans being systematically deprived of basic human rights 
and dignity and to engage in dialogue around ways to contribute 
meaningfully toward the eradication of this social condition.
One week after the teach-in, a follow-up town hall meeting was 
held. Several faculty, staff, and students volunteered in advance 
to help facilitate discussion around the Black Lives Matter issues 
they had discussed in classes and the events they held during the 
teach-in. The meeting was well-attended, despite the fact that 
many students and faculty had schedule conflicts. Following the 
establishment of ground rules, group leaders were assigned and 
the 100 or so students were divided into nine groups, each with 
a volunteer facilitator. The groups began their discussions and 
remained in constructive dialogue for 45 minutes. Some shared 
their own personal experiences with overt racism and micro-
aggressions. Others shared their experiences of witnessing 
such things. Many talked about the fact that facilitated and 
constructive conversations needed to happen more often on 
campus both in and outside of classrooms. The town hall meeting 
ended with a collective pledge to speak up about racism and 
injustice. The event was an intense and powerful culminating 
experience following the Black Lives Matter Teach-In.
SPECIAL SECTION. BLACK LIVES MATTER  
AT BRIDGEWATER STATE
Reflections from BSU’s Black Lives Matter  





In 2008, presidential 
candidate Barak 
Obama said “if we walk 
away [from complex 
conversations about 
race] now, if we simply 
retreat into our respective corners, we will 
never be able to come together and solve 
challenges like health care, or education, 
or the need to find good jobs for every 
American” [emphasis added]. Indeed, the 
Black Lives Matter Teach-in provided the 
BSU faculty the opportunity to come together 
and collectively engage in this conversation, 
to engage our students in the conversation, 
and to help create a safe place where we can 
think deeply about the world around us. The 
Black Lives Matter Teach-In also reminded us 
that when we come together we are better 
at solving problems. 
In mathematics education, whether you look at state standards 
or powerful position papers, equity and equal access are 
central principles formulated to guide teachers, curriculum 
developers, and administrators. Yet, the achievement gap 
between the average mathematics scores of Black and white 
fourth- and eighth-grade students on the National Assessment of 
Educational Progress (NAEP) remains at 24 points for nine-year 
olds and 32 points for 13-year olds (on a 0-500 scale) (www.
nationsreportcard.gov). More recently, however, educators have 
turned their focus from the achievement gap to the underlying 
opportunity gap that exists for students of color. 
My goal for the Black Lives Matter Teach-In was to engage the 
students in my Mathematics for Elementary Teachers classes in a 
discussion about the opportunity and achievement gaps and the 
effects they have on our society. In preparation for the Teach-In 
class in late February, I asked each student to “find two statistics 
about race in education: achievement gap, funding gap, class 
size, statistics about race of teachers/students, anything you 
think is important to a conversation about race in education.” The 
statistics they brought with them on the day of the BLM Teach-in 
underscored the differences in suspension rates, drop-out and 
graduation rates, hiring rates, upper-level course availability, 
NAEP and SAT scores, per student funding, availability of early 
childhood education, percentage of black teachers, and teacher 
turnover. I collected their statistics and displayed them on the 
document camera. We read through each one. It was clear 
from the students’ reactions that this experience was sobering 
and sometimes unexpected. I quickly grouped the statistics 
into six major themes and split the class into six groups. Each 
group received index cards focusing on one theme (for example, 
drop-out and graduation rates, quality of available education, or 
achievement on exams). 
The “theme groups” had to determine if their statistics described 
a problem or a strength. (There were no strengths.) They had to 
discuss what exactly the problem was, why it existed, and for 
whom it is a problem. Finally, I asked the groups to reflect on 
what they as students and future teachers could do to help fix the 
problem. I spent time with each group listening to their thoughts, 
concerns, and plans for action. 
Two observations struck me the most. I noticed that many 
students made great efforts to respectfully engage in this 
conversation. They worked hard to choose the best words, 
stumbled over sensitive topics, and showed genuine discomfort 
if they realized that something “did not come out right.” The 
students were clearly not just trying to be politically correct,  
but were genuinely putting a tremendous amount of effort into 
For some time following the teach-in week, I continued to 
receive email from those who wanted to share their experiences. 
I encouraged faculty to write about them. What follows are 
excerpts from narratives written by four participating faculty 
members. These pieces illustrate the variety of approaches to 
and experiences of incorporating BLM issues into academic 
courses across disciplines, and the real value that can be derived 
from doing so.
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being considerate, respectful, and just. A number of students  
told me after class that this was the first opportunity that  
they had had to speak publicly (beyond family and friends) about  
race in education. 
My second observation was that the discussions were centered 
on social justice, on the unfairness of achievement and 
opportunity gaps to the low-scoring groups of people, and on how 
we can do better for Black students. What I realized (standing 
in the middle of six groups of students and attempting to take in 
all of their conversations at once) was that conversations about 
race and education almost always center on justice, ethics, and 
fairness. Those are important, powerful, and essential aspects 
of the conversation! At the same time, we often miss the value 
of diversity to our classrooms and our society—diversity of 
experiences, beliefs, world views, strengths, skills, talents, 
interests, and passions. We need diversity of thought to solve the 
challenges we face. Cutting groups of people out of any aspect of 
society is not only morally wrong, but also makes society weaker. 
Black Lives Matter because together we are stronger! Coming 
together with all our differences is the only way we will be able 









When the call for 
participation in a Black Lives Matter teach-
in came out at the end of the Fall 2015 
semester, I read it with curiosity and cautious 
enthusiasm. As the mother to two children 
of African-American and Caucasian descent, 
I find myself hyper-aware of anything that 
has to do with Black Lives Matter and am 
cognizant that this is an area where my bias 
may cloud my judgment. Yet, as a professor 
of Education, I recognize the importance  
of providing opportunities for my students  
to discuss current events and their impact  
on the world. It is because of this that  
I took the opportunity to participate in the 
teach-in with the students in my HSED 414/ 
MSED 451 (Strategies for Teaching in the 
High School/Middle School) English course. 
The 11 students in the class were taking  
their final course before venturing into  
the world of student teaching and one  
course outcome was to become familiar  
with varied formats for providing remedial 
and multicultural instruction in schools. It 
seemed serendipitous that the outcomes  
for the course aligned with the teach-in  
and I was excited to share this opportunity 
with my students. 
Since this course teaches strategies for teaching English, I asked 
the students to bring in a piece of writing (fiction or non-fiction) 
from an African-American writer and discuss how and why they 
would use this piece when teaching their own classes. After 
discussion about the parameters of the assignment the question 
arose, “Could we use a writer from Africa?” The answer was a 
resounding “Yes!” Who am I to suggest that someone like  
Chinua Achebe did not fit the bill? I sensed excitement and 
discomfort with my students. As English majors, the students 
wanted to provide what they considered “authentic” voices to 
their readings and, for some of them, not being Black may have 
seemed disingenuous. 
However, as their professor and one who has worked in very 
diverse districts, I saw the teach-in as an opportunity to show 
them that providing a voice for everyone is something they can 
and should do. In this class of 11, only one identified as a minority. 
A 2015 study by the Albert Shanker Institute found that only 
17.3% of teachers in urban districts identified as minorities, even 
though the schools’ minority student population made up 44.1%. 
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While this may mean that teachers can’t always identify with 
their students, it does not prevent them from creating inclusive 
classrooms where everyone’s voice counts. 
On the day of the teach-in, an undercurrent of electricity could 
be felt in the classroom as we sat in a circle—“What would 
the others think about my choice?” “Could my idea for a lesson 
plan really work?” It was as if I could see the wheels turning in 
their brains. We began with an overview of the assignment and 
I could sense that the students were anxious to share their ideas 
with their classmates. We were treated to poems by Langston 
Hughes and introduced to Citizen: An American Lyric (2014) by 
Claudia Rankine. Students shared their favorite Maya Angelou 
poems and we felt the continued power of The Color Purple 
(1982) by Alice Walker. Students shared their ideas for writing 
assignments, research projects, and group activities with each 
other. Discussions about the appropriateness of one poem versus 
another dominated conversations and soon we began to venture 
into a discussion about language and the current political climate 
and what we, as teachers, can do to help students feel safe in 
their classrooms. One student remarked that he didn’t want to 
be the white teacher discussing the use of the N-word in Huck 
Finn for fear that he may offend some of his students. Another 
asked her classmates if they were uncomfortable, as white men 
and women, discussing topics such as police brutality and racial 
profiling. And one student brought up the unfortunate, but all 
too real, scenario of working with colleagues who have a dislike 
of minorities and what to do and say as a new teacher. The 
conversations were not easy, but they were necessary in that 
they opened my students’ eyes to the realities that teachers face 
every day and the importance of providing an opportunity for all 
voices to be heard, and heard fairly. 
Before long, the three-hour class was almost over and the 
students were given an opportunity to write a short reflection 
about the experience. Across the board, the students stated they 
felt much more prepared to discuss difficult topics as student 
teachers and they were appreciative of the opportunity to learn 
what their classmates were thinking. One student remarked that 
the teach-in was by far the best class he had ever had while at 
BSU and its impact would last a lifetime! And while we didn’t 
come up with any concrete answers to their questions, the 
teach-in provided the students with an opportunity to be honest 
about their fears with their classmates and themselves. In doing 
so, I believe they will be better teachers because they will create 
classroom communities that value everyone, despite differences, 
whether in skin color, religion, sexual orientation or learning 
differences. And as the mother of a six-year old son who is just 
beginning to question why his skin is darker than his Caucasian 
father’s, the knowledge that these future teachers are prepared 
to create a welcoming classroom community for everyone gives 
me comfort beyond belief.
Brian Payne, Associate 
Professor, History
The events of the past 
few years confirm a 
terribly unfortunate 
truth: racial tension 
is a persistent fact 
of American society. 
As a historian, I can’t 
challenge that idea; the pages of history 
show us that racial tension has only changed 
in its level of severity, or, perhaps more 
accurately, in the level of attention we’ve 
paid to its severity. When teaching race 
relations in history classes, whether they be 
introductory surveys or advanced courses, it 
is often difficult to put anything other than a 
negative, condemnatory spin on it. Yet, such 
an approach is problematic. First, history 
already suffers from a reputation of being a 
bit of a downer. Where once it might have 
been taught in universities as a story of the 
march of progress, today it is just as often 
pitched as a story of society’s mistakes. 
Perhaps this is an appropriate backlash to 
generations of positive and nationalistic 
presentations of the glorious American past, 
but it still doesn’t do much to temper the 
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pessimism among so many of our students. 
Second, when we present racism as a truism 
it doesn’t project much “hope” into the 
narrative, something most of us are looking 
for. Often, students walk away from this 
type of a presentation even more jaded and 
pessimistic than they were when they first 
came in (a real feat in itself).
That said, most historians, and certainly all of those here at 
Bridgewater State University, don’t believe in truisms. We 
normally understand that culture—and racism is a culture—is a 
deeply complex and confusing construction. Racism is a culture 
constructed within a certain historical context, normally one 
where economic inequality, political disenfranchisement, and 
social violence exist. But more often racism is the product of a 
lack of awareness of the “other,” itself generated by exclusion, 
isolation, and segregation that limits contact between different 
ethnic groups. Helping students understand this process of 
cultural construction doesn’t do much for charging them up with 
an unbending idealism for change and a high-octane enthusiasm 
to make that change, but it might help them understand why so 
many people still seem so focused on the differences among us. 
When the idea of having a campus-wide teach-in on Black Lives 
Matter emerged during the winter recess, I thought it was a 
natural fit for me to include this in my History of Immigration and 
Ethnicity class. I had already committed myself to reconstructing 
the course to spend more time on the “ethnicity” part and less 
time on the “immigration” part. In previous renditions of the 
class, I focused mainly on demographic and policy history of 
immigration in the United States. This time around I wanted 
to focus more on the culture of ethnic diversity. Adding a Black 
Lives Matter component seemed easy enough; however, my 
assumptions were quickly displaced by panic and fear of having 
no idea of how it would work. 
For a specific focus I decided on the Great Migration of African 
Americans from the rural South to the urban North between 
1900 and 1930. The initial reason for this focus was more 
practical than intellectual. There are a lot of primary sources 
on the Great Migration that are easily accessible via a number 
of online databases and published readers. These sources are 
also ideal because of their variety. Northern businesses placed 
ads for workers in southern newspapers, southern Blacks wrote 
letters to northern Black newspapers asking for advice, migrants 
wrote home encouraging others to leave, northern cities passed 
ordinances segregating the new Black population, and, perhaps 
most interesting to the students, the new urban Black population 
produced songs, poetry, plays, art, novels, and stories most often 
celebrated as the “Harlem Renaissance.” With such a diversity 
of sources, I thought, it would be easy to find something that 
everyone could enjoy reading. 
Once I got into teaching the lesson, however, the students 
collectively made an observation that I had not fully grasped. The 
Great Migration was really, really hard. Despite the celebration 
of a black urban culture that emerged from the Great Migration, 
the process itself was incredibly taxing and filled with failure, 
riots, personal violence, family breakdown, and a perpetual fear 
of the unknown. Such a trip, the students observed, must have 
been terrifying. Yet, they still went. African Americans in the new 
urban North settled and worked and lived despite the fears of the 
unknown and despite the ghettoization imposed upon them.  
It was at this juncture that the class could turn to hope and 
emphasize the long, slow history of progress most often 
celebrated in the history of the Great Migration with the 
emergence of the Civil Rights Movement. Or, the class could 
move beyond the idealism of Martin Luther King Jr and dig 
deeper into the perpetual power of racism and hatred that 
seems so present to our students today. It was a pedagogical 
crossroads, and I had no idea what to do. What I didn’t want 
was to become an uncritical cheerleader for idealism and social 
justice saying that all we need to do is wish it better, and it will 
become so. I’m obviously not opposed to the campaign for social 
justice; it’s just that such rhetoric sometimes seems shallow in 
comparison to the incredible complexity found in the history of 
American racism. Instead, I’d rather embrace that complexity. I 
wanted to tell the students that understanding racism was, much 
like the Great Migration, really, really hard with an uphill and 
unpredictable future. And, so, that’s how I ended it: a big “I don’t 
know” that must have seemed anticlimactic and uninspiring to 
the students, but was, at least, very honest. 
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Diana Fox, Professor, 
Anthropology
Between 1908 and 
1910, Franz Boas, the 
father of modern U.S. 
Anthropology, took 
to the streets of New 
York City with 13 of his 
assistants to measure 
the craniums of 17,821 immigrants and their 
children. This classic study, “Changes in 
Bodily Form in Descendants of Immigrants” 
(American Anthropologist, 1912), was the 
first scientific challenge to the cephalic 
index (the ratio of head breadth to length) 
which was regarded at the time as the most 
stable measurement of racial classification, 
resistant to environmental influences and 
cultural practices (Bernard, Gravlee and 
Leonard, American Anthropologist, 2003). By 
comparing the cephalic indices of immigrants 
and both their immigrant and U.S.-born 
children, Boas was able to demonstrate 
cranial plasticity implicated by environment 
and diet. He rightly rejected accepted notions 
of racial typologies, decimating the prevailing 
belief in race as a determinant of culture, and 
launching a new era of anti-racist activism 
among North American anthropologists. 
This work ultimately led to the American Anthropological 
Association’s (AAA) Statement on Race, adopted by its  
Executive Board on May 17, 1998. The statement asserts that 
notions of biological race “evolved as a worldview, a body of 
prejudgments that distorts our ideas about human differences 
and group behavior. Racial beliefs constitute myths about 
the diversity in the human species and about the abilities and 
behavior of people homogenized into ‘racial’ categories”  
(www.americananthro.org).
When I read the email call for faculty to participate in the 
statewide Black Lives Matter Teach-In, I was crafting the 
syllabus for my senior capstone seminar, Anthropological 
Theory, and had just put the final touches on the reading for the 
very week of the teach-in, which, quite coincidentally, included 
Boas’s anti-racism, his revolutionary study, and its subsequent 
widespread impact. I immediately jumped on the bandwagon, 
seeing this as an opportunity for my students to understand 
the import of conceiving “race” as sociocultural and historical 
rather than biological, the value of theory and the dangers of 
anti-scientific belief—in this case, persistent racism. The AAA 
statement elaborates how racism is the product of the blatantly 
false yet ubiquitous notion that behavior is attributable to skin 
color and a cluster of other randomly selected traits coalesced 
into essentialist categories, actively, vigorously and viciously 
promulgated from slavery, throughout the colonial world, through 
the Jim Crow era and beyond. 
I conceived an exercise where the 10 senior Anthropology majors 
in my Theory class would envision themselves in a dual role 
that many applied anthropologists assume: first, as advocates, 
mediators and translators for a culture group seeking to survive 
amidst threats of “development” language and land loss, and 
other assimilationist and/or genocidal policies; second, as 
teachers, passing on their insider knowledge to others to promote 
awareness of cultural diversity and its values. In this case, I asked 
my students to imagine themselves as applied anthropologists 
working with the Black Lives Matter movement and teaching 
13-year-old students. As neuroscience continues to reveal, this 
is a time of remarkable brain growth, when the prefrontal cortex 
matures and neural pathways are shaped and pruned (Nutt and 
Jensen, The Teenage Brain, 2015). At the same time, pre-teens 
and teens are developing greater awareness of their world and 
their place in it, experiencing raging hormones and tumultuous 
emotions. I thought this would be a perfect age to demystify 
the concept of race to a group of youngsters as background to 
understanding the current turbulent climate of race relations 
and the emergence of the Black Lives Matter movement. Their 
challenge was how to do this, bringing what they had learned 
in class to a hypothetical class of their own. Also, I told them, 
“there’s no such thing as a generic teenager. Who will your 
students be, beyond age 13? What will be the intersectional 
components of their identities and how will they shape how you 
teach about the meaning of race and the Black Lives Matter 
movement? After all, you’re anthropologists,” I reminded 
them, “and you’re empowering them by teaching your students 
methodology: how to understand human behavior, symbols, the 
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meaning of human material culture and the values, beliefs and 
norms that undergird these. You are helping them to figure out 
how to make sense of the Black Lives Matter movement.” 
There was a final piece of the pedagogy I asked students 
to consider: the relationship between popular culture and 
social movements—in this case, Beyoncé and Black Lives 
Matter. A few weeks before our experiment, Beyoncé had 
released her Formation video, followed the next day by her 
halftime performance of the song at the Super Bowl, rich 
with symbolic images of post-Katrina neglect and Black Lives 
Matter assertions: “Stop Killing Us!,” positive reinforcement 
of Black women’s beauty, and southern African-American 
culture all wrapped up in a package of Black Power/Black 
Panther/Jackson 5-Michael Jackson imagery. Here, we had 
a confluence of behavior, symbols and material culture, rich 
fodder for anthropological thought. Social media ignited in 
storms of protest, bountiful appreciation, and layered, thoughtful 
reflection and useful critique (she’s joining the long tradition of 
Black Protest Music; does it protest enough?). Popular culture 
intersects with and feeds social movements; it can inspire and 
expand them and is an entry point for teenagers. I wanted my 
students to think about how they could potentially weave popular 
culture into their lesson plans. 
Their first point of discussion was this: who will our students be? 
A Haitian student in the class started the discussion asking the 
rest of the all-white group: “Did you learn Black history at this 
age when you were in school?” When they all answered no, one 
decided to choose a mostly upper-middle-class white group with 
two Black students in the class because they wanted to have a 
significant impact on this imagined future generation of adults. 
They also worried about the Black students whom they felt might 
be called upon to be “representative of the race,” a pernicious 
notion that stems from assumptions of the connection between 
race and behavior. This was not going to happen in their class—
Boasian ideas of complex cultural diversity and multiplicity would 
be reinforced. 
Another group chose students in class who brought together 
two neighborhoods, one mostly upper-middle-class white, one 
a working-class neighborhood of Black and Brown students of 
varying backgrounds, including immigrants. The rationale: a wide 
variety of experiences would reinforce the role of environment 
in shaping behavior and cultural knowledge. As class ended, 
they were charged to return to the next class with a clear idea of 
how to move from teaching their selected groups of imaginary 
students that race isn’t biological to explaining the Black Lives 
Matter movement from the “insider’s point of view,” the mission 
of the anthropologist.  
On Day 2, the students immediately got into their groups to 
cement their applied anthropology lesson plans and to share with 
each other. Each group started with an inquiry: “What does race 
mean to you?,” they asked of their 13-year olds. “How have you 
experienced race in your lives?” This is good anthropological 
methodology—start by gaining insider knowledge. After this, 
they each decided that they needed to share some of their 
own experiences to demonstrate how race is socio-culturally 
constructed. Following these opening inquiries, the students 
engaged in active exercises. One group did the “piece of paper 
in the garbage can” experiment, in which students line up in 
rows and toss a crumpled piece of paper into a can in the front of 
the room, highlighting the notion of invisible privilege. Those in 
the front obviously have an advantage; the ones in the far back 
the least structural advantage in making a basket. Occasionally 
individual skill surmounts the disadvantage of the last row, but 
only occasionally. The second group asked students to create 
skits that underscore the false notion of race as biological, the 
value of allies and social movement creation. They gave an 
example of a skit actualizing the Underground Railroad, in which 
students would have to enact bravery and fear as exercises in 
empathy building, and behaviors varied depending on the social 
positioning of the actors. 
Students left the class demonstrating how they would use the 
tools of our discipline for further inquiry, to teach about BLM as 
anthropologists would and to ally with the organization. They 
drew from many of our subfields—biological, cultural, and 
linguistic anthropology. Language and symbols are so important 
here. They demonstrated the significance of building rapport 
with those you wish to work with and of finding points of alliance 
through difference. And they taught me that they are sensitive, 
insightful, caring adults who wish to change the world. 
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Icebergs are often classified by the 
shapes they take: tabular (steep 
sides with a f lat top); domed (sort of 
rounded); blocky (f lat top with steep 
vertical sides); wedge (top narrowed to 
a pyramid–like point); dry dock (eroded 
to form a U-shaped enclosure); and pin-
nacle (one or more spires). Frequently, 
they are hybrids and in some cases 
may take on shapes resembling great 
creatures, such as the giant polar bear 
swimming in Image 4.
Icebergs “calve” from the Greenland 
icecap and follow the current through 
the Davis Strait between Greenland and 
Labrador. They usually get trapped in 
pack ice (Image 5) drift back and forth, 
alternating north-south for several 
years before eventually working their 
way along the northern coast of the 
province. Most of the time they melt 
before entering busy North Atlantic 
shipping lanes (but as the 1912 Titanic 
accident proved, that is not always true). 
In years past, increasing numbers of 
iceberg sightings led some to attribute 
the phenomenon to global warm-
ing. Greenland is the largest island in 
the world and it is almost completely 
covered with a very thick layer of ice. It 
is estimated that if the entire sheet were 
to melt it would raise sea level in excess 
of 15 feet! Although there is little doubt 
that the Greenland Icecap is rapidly 
shrinking, it is not unusual to have large 
variations from year to year. 
The best time for viewing icebergs is 
late spring after the pack ice breaks up. 
St Anthony, a town on Newfoundland’s 
northern peninsula, and Twillingate, 
a town in the north-central area, are 
prime locations for viewing (Image 6). 
In each community there are licensed 
tour boat operators who provide safe, 
informative and enjoyable iceberg 
cruises (Images 4 and 7). Image 8  
shows a huge iceberg that stood perhaps 
four stories high, as seen from a tour 
boat. Many, even large ones, may be 
seen from land (Image 9). Today, it is 
easy to decide where to go for viewing 
because websites such as http://www.
icebergfinder.com/ keep track of recent 
iceberg sightings. Since icebergs melt 
and move quickly these online reports 
are sometimes outdated, but many local 
residents are extremely helpful and 
graciously provide current information 
on sightings. 
Along the northern coast, a local 
Newfoundland industry has developed 
selling beer, vodka and bottled water 
made from ice recovered from icebergs: 
“10,000 year-old water: extra pure!” is 
the claim. Since moving glaciers grind 
rock and carry all kinds of dirt and 
other debris, one might question that 
statement. Since some of the ice might 
easily be 200,000 years old, however, 
it is unlikely to contain man-made 
pollutants such as DDT. But icebergs 
are dangerous in other ways: they are 
potentially unstable and may suddenly 
shift or roll over as the currents drag 
them along the sea f loor. Because of 
this, locals usually gather the ice by 
using rif les to shoot off chunks, which 
they then pick up with a net mounted 
on a pole.
These monoliths of the north are a gor-
geous sight to behold. It is easy to see 
them, and when you combine that with 
the solitude of the place and the hospi-
tality that Newfoundlanders provide, it 
makes for a wonderful visit.
Iceberg Alley
Ronald F. Reynolds
Newfoundland’s northern coast is one of the best places in the world to see icebergs. Every spring hundreds of them drift along the shore 
of “Iceberg Alley.” Icebergs are spectacular, especially 
when it is sunny. If the sunlight is strong they look like 
sparkling jewels f loating in dark blue water (Image 1). 
The product of glaciers, the ice in icebergs is formed 
under tremendous pressure from extremely thick layers 
of snow that metamorphose into névé, then firn, and 
eventually glacial ice. Icebergs refract light differently 
but usually have a characteristic “blueness” (Images 
2 and 3). Ice formed this way has a greater specific 
gravity and consequently f loats lower in water. What 
is seen above water is only one-tenth of an iceberg’s 
actual height. It is very impressive to approach a 
monolith that stands four or five stories above the 
surface and consider how much more is hidden 
beneath the water. 
Ronald F. Reynolds is Adjunct Professor 
in the Department of Geography and the 
Department of Physics, and a BSU graduate 
















Confucianism: A System  
of Norms and Values,  
As Opposed to the 
Protestant Ethic
Weber also asked why capitalism arose 
only in the West, not in other socie-
ties. In China, he found, the Confucian 
ethic served as a religious barrier to the 
development of capitalism. “In Weber’s 
view,” journalist Fareed Zakaria 
recounted in the March/April 1994 
issue of Foreign Affairs, “the characteris-
tics of Confucianism militated against 
the development of a spirit of capital-
ism, and Confucian-based cultures 
discouraged all the attributes necessary 
for success in capitalism” (125). The 
comparison in Table 1 (below) captures 
Weber’s rationale.
Was Weber right? Have Confucian-
based cultures discouraged the attrib-
utes necessary for success in capitalism? 
Today, in the latest age of globaliza-
tion, China has been experiencing an 
extraordinary transformation toward 
capitalism.  China’s industrial revolu-
tion is the largest and most accelerated 
in world history. Just one generation 
ago, China was one of the poorest 
countries in the world; now it is the 
world’s largest exporter and importer. 
If Weber was right, how has China 
overcome the “religious barrier” — its 
Confucian ethic — during its eco-
nomic growth? Or was Weber wrong? 
Is Max Weber Wrong?  
The Confucian Ethic, Migrant 
Workers, and China’s Rise
Fang Deng
Max Weber (1864-1920) was a German sociologist and political economist best known for his book, The Protestant Ethic 
and the Spirit of Capitalism (1905). In this work, Weber 
asked two questions: first, what motivating forces 
prompted the rise and expansion of modern capitalism; 
and, second, what was the genesis of these forces? 
Weber contended that development of the spirit of 
capitalism was the most important force, and identified 
two elements that form the core of this spirit: diligent 
performance of one’s duty in a calling; and opposition 
to traditionalism. Then he asked what the genesis of 
this spirit was. In examining the post-Reformation 
shift of Europe’s economic center away from Catholic 
countries toward Protestant countries, Weber noticed 
that all Protestant countries shared the same anti-
traditionalist orientation and the precept of diligence 
in relation to one’s calling—a hallmark of Calvinist 
doctrine. He concluded that the Protestant ethic is  
the origin of the spirit of capitalism.  
The Calvinist ethic motivated believers to work hard and be 
successful in business. The notion of a “calling” meant that 
individuals had to take action as an indication of their salvation.
Confucianism did not require believers to fulfill God’s demands upon 
a sinful world as a condition for salvation. Confucianism had no 
basis for inducing the individual to live a religiously oriented life. 
Earning money within the modern economic order is the result and 
the expression of virtue and proficiency in a calling, and material 
wealth is a sign of salvation.
The pursuit of profit is an individual act motivated by greed. 
The superior man comprehends righteousness; the small man 
comprehends profit.
Puritan rationalism meant rational mastery of the world. Confucian rationalism meant rational adjustment to the world. 
ConfucianismCalvinism
Table 1. Calvinism and Confucianism Compared  
November 2016 29
Migrant Workers:  
The Engine Driving 
China’s Economy
In The Protestant Ethic and the Spirit 
of Capitalism, Weber used test cases, 
including individual-level evidence, 
to assess the interplay between moti-
vations, cultural values, beliefs, and 
economic conduct. Similarly, an under-
standing of the impact of Confucianism 
on China’s rise requires the study of 
the relationship between the beliefs 
and actions of ordinary people. Since 
the 1980s, China has built three huge 
export processing zones from scratch, 
and all three zones are located on 
China’s east and southeast coasts, where 
the provinces are more advanced and 
house a better infrastructure than the 
inland provinces. While the bulk of 
China’s population lives in the north, 
west, and southwest, the three zones 
have experienced serious shortages  
of laborers. At the same time, 280 
million Chinese peasants living in 
poverty have left their families in the 
past 30 years to move from the west of 
China to the east and from the north 
Coastal development and SEZs along the coast of China are prompting growth of the rural-to-urban shift  
(Source: http://open.lib.umn.edu/worldgeography/chapter/10-2-emerging-china/).
Just one generation ago, China 
was one of the poorest countries 
in the world; now it is the world’s 
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to the south to search for jobs. This has 
created the largest labor migration in 
human history.
The Chinese government has been  
too unprepared and inefficient to  
deal with the consequences of a migra-
tion with such an unimaginable scale. 
The government directed no official 
mobilizations, nor did it have in place 
any formal employments agencies, 
or official reception centers from the 
1980s to the 2000s. These peasants  
The money they send home has helped 
to lift 600 million people out of poverty 
in just 25 years. In this way, migrant 
workers are the heart of China’s stag-
gering economic rise, and the real 
engine driving China’s economy.
What has motivated the migration 
workers to make such an enormous 
change in their lives? How is it that  
they have the capacity to work and 
accept hardship in a way that many 
people do not? Taped interviews  
food and a place to live; therefore, I sent 
all my salary (25 cents an hour) to my 
parents. In 1995, my sister found a job 
for me at Guangzhou, in the printing 
house, where she and one of my broth-
ers worked. No words can describe 
how happy I was. I worked very hard. 
Although the pay was only 57 cents 
an hour, I managed to send more than 
50% of my salary to my parents. It was 
a job that I dreamed of, and I wanted 
to work there for the rest of my life” 
(taken from Dream Chaser, Guangdong 
TV, December, 2013). 
Case 2: A Happy Family in a 
Public Restroom. Hongqi Liu 
(Male, 40 years old)
“I came to Beijing in 2004 from a town 
that is 600 miles from Beijing, and got 
my job as the maintainer of a public 
restroom in a city park. I have a wife, 
two daughters, and a son. We live in 
a maintenance room located inside 
the public restroom, and it is about 50 
square feet. The home where we used 
to live is much larger than 50 square 
feet, but jobs have not been available 
there. The only reason for us to come 
to Beijing is that there are jobs here. 
I have worked here for 10 years, and 
my monthly salary has increased from 
$128.00 to $224.00. I have nothing to 
complain about. My family and I are 
very content with what we have, and 
we are very grateful to our govern-
ment for providing our family with 
jobs” (taken from Time Report · China 
Reportage, Number 3, 2012). 
The Confucian Ethic:  
The Spiritual Foundation  
of China’s Rise
These cases—two among hundreds of 
thousands—share three cultural traits. 
First, both characters were born and 
grew up in poverty. Instead of pitying 
themselves and blaming their poverty 
on society, they each left home and 
went 600-800 miles to search for a job. 
The majority of migrant  
workers in China share these 
three cultural traits: strong 
belief in personal responsibility, 
a pragmatic approach, and 
happiness regardless of  
material wealth. 
with a number of these migrant  
workers provide some answers. Two 
cases are particularly instructive.
Case 1: “Do Everything 
to Make Myself Useful!” 
Chuanjun Zhu  
(Male, 39 years old)
“One of my brothers had an accident 
in 1992, which immediately put my 
family into deep debt. My parents 
looked at me with tears in their eyes, 
and I realized that it was time for me 
to fulfill my obligation to my family. I 
dropped out of school, left home, and 
became a migrant worker. Although 
I was only 16, I was determined to 
find a job and some money to help my 
parents get rid of the debt. I got a job 
in a car wash in Shantou, which is 800 
miles from home. The shop provided 
on-the-move face constant challenges: 
What should I do to get rid of the pov-
erty? If I decide to leave home, where 
should I go? How do I find a job? Could 
I survive in one of the big cities without 
my family? Having left behind every-
thing that was familiar to them, they 
must adapt to the strange new world 
without knowing whether it  
will bring them comfort or pain.
In China, these peasants are called 
“migrant workers,” though most 
Westerners characterize them as “slaves 
working in sweatshops.” For three  
decades, they have been willing to work 
for any wages that employers  
are willing to pay, and they often work 
around the clock. Although they only 
make $270.00 a month on average, most 
send about half of their salaries home. 
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Their strong belief in self-reliance and 
personal responsibility motivated them. 
Second, both of them have a pragmatic 
approach to life. They took any job they 
could get and did everything they could 
to keep the job so they could make 
money to take care of their families. 
Third, both of them live happy lives, 
although they are not rich and have to 
work very hard to make a living. The 
majority of migrant workers in China 
share these three cultural traits: strong 
belief in personal responsibility, a prag-
matic approach, and happiness regard-
less of material wealth. What is the basis 
of these three cultural traits? 
China is a society without religion. 
American sinologist Professor Derk 
Bodde observed: “It is ethics (especially 
Confucian ethics), and not religion… 
which provided the spiritual basis in 
Chinese civilization” (quoted in Yang, 
Religion and Chinese Society, 1970). The 
three cultural traits shared by migrant 
workers are based on three concepts of 
Confucianism—concepts that are the 
opposite of those that guide Western 
culture. According to Confucius, social 
order is in harmony with five relation-
ships: husband and wife, parents and 
children, brothers and sisters, friends 
and friends, and superiors and inferiors. 
Everyone occupies some positions  
in the relationships such as father,  
daughter, employer, employee, etc.,  
and each individual must fulfill the 
responsibilities defined by the positions 
they occupy. 
In Case 1, Chuanjun worked to fulfill 
his obligation to help his parents to pay 
off the family debt and left home when 
he was only 16 years old. Since then, 
assuming the responsibility to take care 
of his parents became a driving force 
in his life. In Case 2, Hongqi found a 
job in Beijing with the help of a friend. 
For the following two years, he paid 
his friend $16.00/month in order to 
show his gratitude, although his salary 
was only $128.00/month. The strong 
desire of migrant workers to fulfill their 
obligations to their family, friends, 
and coworkers has produced not only 
mutual affection but also strong motives 
for a meaningful life. 
“Knowing Ming” is another concept in 
Confucianism accepted by the migrant 
workers. According to Confucius, 
“Ming” means the inevitability of  
the world: there is something that  
we cannot control. For migrant work-
ers who grew up on farms, it has been 
easy to grasp the concept that they 
cannot control the “success or failure” 
of their activities, because “Mother 
Nature” significantly impacts their 
harvests in ways that are totally beyond 
their control. 
The migrant workers who know 
“Ming” are pragmatic, tolerant, f lex-
ible, and content with what they have. 
For both Chuanjun and Hongqi, any 
available job is the best job, because 
they have it in their hands, and they 
don’t dream of something that is 
beyond their control. They focus all 
their attention on working hard, with-
out worrying whether they will suc-
ceed or fail. As a result, many of them 
have made significant progress in their 
careers. In only seven years, for exam-
ple, Chuanjun in Case 1 evolved from 
being a temporary worker to becoming 
Society consists of five relationships. Human 
beings are not free, and they have obligations 
defined by their positions in these relationships.
How is society organized?
Society consists of individuals, and all human 
beings are created free and equal, with 
individual rights and freedom.
Individual efforts and external conditions 
determine our destinies, but external conditions 
are wholly beyond our control. 
What determines our destinies?
Anything is yours, if you want it badly enough. 
Try in earnest, and you will succeed. 
Happiness is a natural outcome of your state of 
mind regardless of external conditions.
What is the genesis of happiness?
Happiness is based on external factors, such as 
wealth, success, social acceptance, etc.
Table 2. Confucianism and Western Culture Compared
Western CultureConfucianism
The three cultural traits shared 
by migrant workers are based on 
three concepts of Confucianism—
concepts that are the opposite of 
those that guide Western culture. 
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his company’s director of production 
planning, and, later, regional sales 
director. Hongqi in Case 2 is a very 
happy person, although he and his 
family live in a 5-square-foot mainte-
nance room located inside the public 
restroom. He even named his daughter 
“Happiness.” Where does his happiness 
come from? 
Confucius praised Hui, one of his best 
students: “Incomparable indeed was 
Hui. A handful of rice to eat, a gourdful 
of water to drink, and living in a mean 
street: these, others would have found 
unbearably depressing, but for Hui’s 
happiness they made no difference at 
all” (Yu-Lan, A Short History of Chinese 
Philosophy, 1948). Hui’s happiness was 
a natural outcome of his state of mind. 
This concept has dominated China 
for more than 2500 years, and Hongqi 
makes it very clear in his interview that 
he is happy because he has made him-
self useful, not only to society but also 
to his parents and his own family. 
China is in the midst of very rapid 
change. While the Calvinist ethic 
motivated its believers some 500 
years ago, and since then, to work 
hard and be successful in business, the 
Confucian ethic has motivated Chinese 
migrant workers today to exploit all 
the opportunities they have to fulfill 
their obligations to each other. All of 
this demonstrates that Max Weber was 
right: culture matters. Today’s Chinese 
continue to embrace Confucianism, a 
culture that begins with self-reliance 
and personal responsibility, values 
that Weber overlooked. These values 
are what make migrant workers the 
“heroes” of China’s mercurial rise.
“Heroes of China’s mercurial rise”: migrant construction workers working high above the ground, Chengdu, China, 2013  
(Photo credit: iStock by Getty Images).
Fang Deng is Professor in the  
Sociology Department.
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The first issue most of our students 
face when walking into a Public 
Speaking course is fear. One student 
put it perfectly: “I was in a seminar 
course and the professor said, ‘Why 
don’t we just stand up by our chairs and 
tell each other something about our 
lives and what we have been doing at 
Bridgewater and beyond.’ Then she 
looked at me and said, ‘Excuse me, 
you’re on. Tell us something about 
yourself.’ All of a sudden I felt my 
heart starting to race, my legs begin-
ning to feel like Jell-o, and my stomach 
getting tied up in knots. I noticed I 
was not breathing correctly and was 
beginning to feel light-headed. I was 
panic-stricken and left the class.” I told 
the student that my “7 Ps of Speech 
Anxiety Reduction” would help him; 
seven positive adjustments that help 
students gain control over their anxiety 
reactions by focusing on their “psycho-
logical preparation” before their actual 
“physical preparation” for the speech. 
That student was not alone. Many of 
our students are poorly equipped to 
handle the stress and challenge of public 
speaking, and unprepared when asked 
the most fundamental job interview 
question: “Can you tell me about your-
self?” That question is an invitation for 
the “Elevator Speech.” The “Elevator 
Speech” is a short, firm statement that 
declares who we are, and what we are 
all about. We might call it our raison 
d’être statement. Who are you and what 
are you all about? is perhaps the toughest 
question any of us could be asked. It is a 
question we are asked almost every day, 
both professionally and socially, some-
times overtly, but often in subtle ways. 
Where does the name “Elevator 
Speech” come from? It comes from a 
hypothetical situation. You enter an 
elevator and a prominent person in 
your field enters and says hello. You are 
going from the first f loor to the 100th 
f loor and you are dying to share your 
background with this person. You have 
only a couple of minutes and the person 
says: “Tell me a little about yourself.” 
What do you say? Do you have a “core” 
message prepared? Do you know it per-
fectly? You should, I tell my students. 
It is your principal marketing tool, 
your introduction speech, and it should 
make others want to learn more about 
you. As a client of mine, a prominent 
businesswoman from Boston, said to 
me: “It must be perfect; make sure 
your students can deliver that Elevator 
The Vital Importance of the 
Elevator Speech
Robert Edward Burns
I have worked with thousands of students and clients on their speech communication and public-speaking challenges over 30 years. It is something 
that I never imagined for myself. I am a former 
laliophobic and stutterer, and someone who suffered 
with severe reticence. Walking into a classroom and 
teaching Public Speaking was the last thing that I 
envisioned for myself. I first began to address my 
fears in graduate school, when my Speech Pedagogy 
professor, Dr Ken Brown, assigned me the topic  
of speech anxiety reduction. “Mr Burns,” he said,  
“you need to help yourself, but you also need to help 
your future students.” I have vigorously pursued that 
subject ever since.
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Speech and f lawlessly. I have hired stu-
dents right out of universities who have 
nailed that speech.” 
The basic philosophy of the Elevator 
Speech is very simple: if you can speak 
well about who you are, what you do 
and what you know, then others will 
come to you, trust you, want to interact 
with you, perhaps hire you, and even 
“share” you with others. The Elevator 
Speech forces us to consider the “3 Vs 
of Message Impact”: first, the Visual—
what others see coming from us when 
we speak, our nonverbal agenda; 
second, the Vocal—what others hear 
coming from us, all the sounds we 
produce or fail to produce, including 
tone, amplitude, force, and inf lection; 
and finally, the Verbal—the words we 
use to clothe our messages in mean-
ing, to connect to our audience, and to 
resonate with others.
I tell my students that an effective 
Elevator Speech will do three things. 
First, it will help them define them-
selves for others, today and for the 
future. In addition, the Elevator Speech 
helps them become advocates for their 
major fields of study, as well as for 
themselves. They are not only defining 
their interests, but explaining, elaborat-
ing, persuading and promoting. Finally, 
the Elevator Speech teaches our stu-
dents how to quickly pitch themselves 
and their knowledge, expertise and 
experience. They become their own 
best sales persons and apply persuasive 
strategies. They makes themselves 
relevant to future employers. 
Once set to memory, the Elevator 
Speech puts students at ease. They  
can talk about themselves freely and 
often quite spontaneously. When 
students have a ready answer to the 
invitation to “Tell me about yourself,” 
their speech anxiety decreases, their 
confidence increases, and future doors 
begin to open. 
The 7 Ps of Speech Anxiety Reduction by Robert E. Burns 
“Fears are learned, and if they be learned, they can be unlearned!” Karl Menninger (1893-1990)
1.  Positive Perception: Start seeing public speaking and oral communication challenges as opportunities to “build a bridge” to others,  
as opportunities to connect. 
2.  Positive Thinking: There is power in thinking. We should monitor our thinking to determine if our thoughts are positive or negative. 
Negative thoughts are defeating and keep us from growing as speakers. 
3.  Positive Self-Talk: Use positive self-affirmations (i.e. “I am fully prepared and this audience needs me to share my insights, knowledge, 
research, and experience”).
4.  Positive Visualization: Use the power of imagination to “daydream” positively about a presentation. Mentally rehearse.  
Make up a positive visualization script by writing down specifically how to deliver the message and what you see and feel. 
5.  Positive Breathing: Breathe from the belly instead of from the chest. Positive breathing allows control of stress reactions.  
Take two slow deep breaths before speaking and exhale slowly. Great singers—as well as woodwind and brass instruments players—
breathe from their “tummies.” 
6.  Positive Preparation: Do a thorough audience analysis and prepare the topic meticulously, with a well-articulated thesis and good 
research. Good preparation decreases stress reactions. Know what you are going to say and anticipate questions from the audience. 
7.  Positive Behavior. Do not let your feelings dictate your behavior. Let your behavior dictate your feelings. Look upon a speech as a 
performance. Take the positive visualization script and act it out as you have positively visualized. As the famous American psychologist 
William James (1842-1910) put it, “to feel brave, act as if [you] were brave, use all of [your] will to that end, and a courage fit will very 
likely replace the fit of fear.”
The Elevator Speech teaches our 
students how to quickly pitch 
themselves and their knowledge, 
expertise and experience.
Robert Burns is Adjunct  
Professor in the Department of 
Communications Studies.
November 2016 35
In The Gene: An Intimate History, 
Siddhartha Mukherjee walks the reader 
through the long and winding path to 
our current understanding of heredity, 
from the earliest hints at the existence 
of a fundamental unit of heredity to 
today’s exciting and terrifying world 
of whole genome sequencing and in 
situ gene editing using CRISPR-Cas9. 
It is a fascinating journey, filled with 
intrigue, leaps of intuition, and count-
less missteps. Throughout his scientific 
history, Mukherjee frames the story 
of the gene around his own family’s 
experiences with mental illness. In 
candid and poignant memoirs woven 
throughout the book, Mukherjee 
recounts how his extended family deals 
with and understands his uncle Rajesh’s 
bipolar disease, and his uncle Jagu’s and 
cousin Moni’s schizophrenia. Their 
mental illnesses dominate family life 
and the potential role of heredity in 
their illnesses is not lost on Mukherjee. 
This is a narrative I, too, can relate to, 
as the neurotypical older sister to two 
younger siblings who both have high-
functioning Autism. I often think about 
how the genetic hand I was dealt is so 
ordinary compared to theirs, yet we 
came from the same starting material, 
our parents, and through them share 
roughly 50% of our DNA. 
Mukherjee is an oncologist by train-
ing, a doctor whose previous Pulitzer 
Prize-winning book The Emperor of All 
Maladies: A Biography of Cancer (2010) 
might seem more exciting and relevant 
to our everyday lives than genetics. 
However, The Gene is no dry, aca-
demic history of science. Rather, it is 
an artfully written compendium of all 
we have learned since the Augustinian 
monk Gregor Mendel (1822-84) 
uncovered the existence of genes by 
breeding pea plants 150 years ago. A 
knowledge of genes and genetics is 
essential to helping us understand and 
treat diseases like cancer and mental ill-
ness, and Mukherjee makes this case in 
clear and engaging prose.
After a prologue introducing his family, 
Mukherjee formally begins The Gene in 
St Augustine’s Abbey in the Czech city 
of Brno in the 1850s. There, Mendel, 
a shy man who had just failed the 
exam to become a high-school science 
teacher, is taking courses to improve 
his chances of passing the exam on a 
second go. In class, Mendel faces ques-
tions like why animals are grouped the 
way they are, and why do offspring 
look like their parents? Mukherjee 
reminds us that this preoccupation with 
understanding “likeness” had long pre-
dated Mendel, going all the way back 
to Greek philosophers Pythagoras and 
Aristotle. 
Even in his own time, Mendel was not 
alone with these questions. Twenty 
years earlier, young Charles Darwin 
(1809-82) was leaving on his famous 
trip around the world aboard the HMS 
Beagle, which catapulted him down a 




Siddhartha Mukherjee, The Gene: An Intimate 
History (New York: Scribner, 2016).
As an evolutionary biologist, I can’t help but notice that everyone seems to understand the concept of heredity at some level. New 
parents’ social circles seem always to be full of amateur 
geneticists wanting to interpret new babies: “He has 
your smile,” or “She has your eyes.” As a child grows, 
parents enter their own claims: “He has my sense of 
humor,” or “She gets her independence from me.”  
My own experience of this phenomenon with 
friends and family makes me think that Siddhartha 
Mukherjee’s latest book will find an already primed 
and receptive audience. 
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the theory of evolution by means of 
natural selection and the resulting pat-
tern of common ancestry. Darwin’s 
“dangerous idea” that nature passively 
selected those individuals best suited 
to survive and reproduce in their 
environments hinged on the pres-
ence of heritable material, something 
that well-suited, well-adapted parents 
could pass on to their offspring so that 
they too would be well-adapted to the 
environment. 
Somehow, Darwin and Mendel never 
connected scientifically. Mendel’s work 
on the inheritance of traits among pea-
plant hybrids was published just seven 
years after Darwin’s on The Origin 
of Species rocked both the scientific 
and cultural landscapes. Not only 
did Mendel’s critical paper fade into 
scientific obscurity, but he died in 1884 
thinking himself a failure. He had tried 
to reproduce his pea-plant work in 
hawkweed, a plant which reproduced 
primarily asexually, and rarely hybrid-
ized (a requirement for his experi-
ments). All of his pea-plant rules, what 
posthumously became known as the 
laws of Mendelian inheritance, failed to 
predict the pattern of inherited traits in 
hawkweed. Darwin had died just two 
years earlier, believing in the strength 
of natural selection, but not having 
identified a mechanism of inherit-
ance. After Darwin’s death, the focus 
in biology shifted away from selec-
tion and towards common ancestry, 
until Mendel’s work was rediscovered 
around 1900.
Mukherjee spends the rest of his book 
detailing the rapid birth and growth of 
the field of genetics, helping us get to 
know the science and personalities who 
drove the discoveries. The infant field 
of genetics quickly gave rise to the hor-
rors of eugenics and Nazi experiments. 
Scientists raced to determine the struc-
ture of DNA. Experiments to under-
stand inheritance found a golden goose 
in the common fruit f ly. Mukherjee 
charts every leap forward and every step 
back in a scientific journey rife with 
controversy and ego. One of the more 
interesting stories is of the geneticists 
in the early 1970s who first began to 
develop the techniques of recombinant 
DNA and cloning, the techniques that 
have allowed us, for example, to use 
bacteria to produce human insulin for 
diabetics. These scientists realized the 
power of the tools they were devel-
oping, and fiercely debated the risks 
against the potential of their work.  
The result was the crafting of a remark-
ably self-aware document (Summary 
Statement of the Asilomar Conference on 
Recombinant DNA Molecules [1975])  
of voluntary guidelines for and prohi-
bitions on future research, an experi-
ment in self-regulation that had never 
been seen before in science, not even 
with the physicists who developed the 
atom bomb. 
What I enjoyed most about Mukherjee’s 
book is his ability to tell an exciting and 
engaging story about the very predict-
able (some would say mundane) process 
of science: from observations to ques-
tions, from questions to hypotheses, 
and from hypotheses to tests upon tests, 
often resulting in more questions than 
conclusions. Science is a process for 
understanding the world around us. It is 
tentative: yesterday’s “eureka moments” 
are built upon, modified, and tweaked 
so that an unknown future “eureka” 
may turn everything on its head. Each 
one is preceded by years, decades, or 
even centuries, of failure. The rampant 
failure and uncertainty makes many 
uncomfortable, especially those who 
want to succeed or be “right,” those 
whose intellectual hubris blinds them 
to new, paradigm-shifting discoveries. 
Mukherjee reveals these truths about 
science as the backdrop to the develop-
ment of one of the most dynamic fields 
of biology, and he does so by highlight-
ing the personal stories of the scores 
of men and women who have pushed 
genetics ever forward, one tentative 
step at a time.
M. Caitlin Fisher-Reid is  
Assistant Professor in the Department  
of Biological Sciences.
Science is a process for 
understanding the world around 
us. It is tentative: yesterday’s 
“eureka moments” are built upon, 
modified, and tweaked so that an 
unknown future “eureka” may 
turn everything on its head. 
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Junger makes it clear to the reader 
early on what he means by “tribe.” He 
provides a moving anecdote about a 
stranger he met in Gillette, Wyoming, 
while hitchhiking across the Northwest 
after graduating from college in 1986. 
A day laborer who walked miles to find 
work every day, the stranger gave up his 
own lunch when Junger, wary of the 
stranger’s intentions, told him he had 
nothing to eat but cheese. The author 
uses this anecdote to set up his thoughts 
about tribal living and to contrast it 
with modern-day living. He suggests 
that tribe could be defined as “the peo-
ple you feel compelled to share the last 
of your food with” (xvii). 
In his first chapter, “The Men and the 
Dogs,” Junger contrasts tribal liv-
ing with current Western society. His 
characterization of tribal societies draws 
primarily from Native American tribes 
whom he refers to in a homogenized 
fashion as “Indians.” According to 
Junger, tribal societies are communal 
and egalitarian, where individuals enjoy 
basic freedoms. Selfish behavior is not 
tolerated and people are extremely loyal 
to their community. In tribal soci-
ety, he argues, there is more personal 
control, more free time to pursue 
pleasurable pursuits, less depression, and 
a greater focus on intrinsic values than 
in modern, Western society. Western 
societies, in contrast, are individualistic, 
materialistic, and racist. The capitalistic 
focus on productivity leads to a lack 
of leisure time, financial obligations, 
isolation and alienation, mental illness, 
extrinsic values, wealth disparity, and 
fraud. Selfish behavior is common and 
often even rewarded. Tribal society 
is preferable. In colonial days, Junger 
says, it was more common for white 
settlers to emigrate to the Natives than 
for the Natives to remain among white 
communities. He quotes from a 1753 
Benjamin Franklin letter: “When an 
Indian child [who] has been brought 
up among us, taught our language and 
habituated to our customs … goes to 
see his relations…, there is no persuad-
ing him ever to return.” At the same, 
Franklin wrote, white captives once 
freed from their Indian captors, “Tho’ 
… treated with all imaginable tender-
ness to prevail with them to stay among 
the English … [they] become disgusted 
with our manner of life… and take 
the first good opportunity of escaping 
again into the woods” (3). Junger real-
izes that he could be accused of roman-
ticizing Indian life and thus reminds 
the reader that Indian tribes waged 
war against their neighbors and that 
some occasionally engaged in barbaric 
torture. He does not say much more 
about this, but clearly this is one poten-
tial problem with his “take” on tribal 
societies—an oversimplification of a 
complex and diverse group of peoples.
Next, Junger makes the case that  
as civilizations have evolved from tribal 
to agricultural and then to industrial, 
Is Modern Society Sick?
Teresa King
Sebastian Junger, Tribe: On Homecoming and 
Belonging (New York: Twelve, 2016).
Sebastian Junger’s new book Tribe asks the big existential question—what gives life meaning? For Junger, bestselling author of A Perfect Storm 
(1997) and award-winning documentary film-maker 
(Restrepo, 2010), a meaningful life is one deeply 
connected to a larger community. His argument draws 
from contexts as different as 17th-century America, 
remembered conversations from his pre-journalist 
years, and recent research from the social sciences and 
psychiatry. The book is at its best in the parts where 
Junger muses about the ills of modern society, drawing 
from his experiences as a war correspondent as well as 
from historical records and scholarly research. It is at 
its worst in those parts where he leans on a morass of 
loosely connected thoughts and hard-to-verify “facts” 
as evidence for his propositions. 
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human experience changed substan-
tially. We accumulated more personal 
property allowing us to make more 
individualistic choices about our lives 
and this diminished regular group 
efforts toward common goal, such as 
making meals. Since we don’t have 
to interact with people to survive, we 
find ourselves alone much of the time 
resulting in alienation, isolation and 
high rates of mental illness. Prosocial 
behavior inherent to communal liv-
ing results in physiological rewards to 
individuals, such as an increase in the 
neurotransmitter dopamine. Junger 
states that poor people are less likely to 
be depressed than those with wealth 
because the poor have to share their 
time and resources more. Being more 
communal, more prosocial, makes poor 
people happier than wealthy people. 
Here, his claim is clearly not true. As 
published research (such as Diener, 
Diener and Diener’s work in Journal of 
Personality and Social Psychology [1995]) 
shows, people struggling to survive 
report less satisfaction with their lives 
than people who are not struggling to 
meet their basic needs. Junger is right to 
assert that prosocial behavior is associ-
ated with happiness, but clearly proso-
cial behavior can occur in all types of 
societies. 
In “War Makes You an Animal,” 
Junger discusses what happens when 
societies fall apart. Societal collapse 
levels the playing field creating a more 
egalitarian or tribal society, at least 
temporarily. It also provides mean-
ing—individuals have the opportunity 
to be part of something bigger than 
themselves. Junger stresses that when 
people are forced to work together they 
feel better even in really dire circum-
stances, such as the World War II bomb 
shelters in London and in the aftermath 
of natural disasters such as Hurricane 
Katrina. In this section, Junger cherry 
picks the evidence to find the mental 
health benefits of societal collapse. Most 
occurrences of societal collapse involve 
extreme trauma such as fearing for one’s 
life or witnessing the death of people 
you love. These are not the ingredients 
for promoting good mental hygiene.
In “Bitter Safety I Awake,” Junger 
wants to show how the characteristics 
of modern society contribute to the 
poor adjustment that often occurs when 
soldiers return to civilian life. Getting 
to this point is an unwieldy process, 
however, as he also attempts to educate 
the reader on Post-Traumatic Stress 
Disorder (PTSD). Here, the author is 
clearly in over his head. As an example, 
he undermines his own argument that 
veterans do not have higher suicide rates 
than civilians by stating that veterans 
have twice the rates of sexual abuse and 
the concomitant depression and anxiety 
may account for increased rates of mili-
tary suicide. He does, however, provide 
some convincing data regarding the 
fraudulent reporting of PTSD, which 
brings Junger to the point he really 
wants to make: veterans are not faking 
their symptoms. Those symptoms are 
real and they result from reentry into 
our alienating society. He admits that 
it may not be accurate to label this 
readjustment problem PTSD, and won-
ders if we need yet another psychiatric 
diagnosis. But another diagnosis might 
suggest that the problem lies within the 
individual, and Junger clearly believes 
the problem lies within our society. 
In the final chapter, “Calling Home 
from Mars,” Junger attempts to drive 
home the idea that our society is seri-
ously messed up. We think of ourselves 
before our community. Junger uses 
littering, mass shootings, segregated 
communities, the sequestering of our 
elderly, income disparity, the 2008 
crash of financial markets, and divisive 
political rhetoric as examples of our 
selfishness and disaffiliation. Junger 
finishes the book with an attempt to 
find a way out of our current pre-
dicament and admits we can’t simply 
borrow from Native-American culture 
to remedy our dysfunction. So what 
can we do? He poses this question to 
Rachel Yehuda, a psychologist and 
PTSD researcher, who suggests that in 
order to make society work we have 
to stop focusing on our differences and 
focus on what connects us—our shared 
humanity. Junger adds to this senti-
ment by stating we all need to adopt a 
tribal ethos: “being willing to make a 
substantial sacrifice for your commu-
nity—be that your neighborhood, your 
workplace, or your entire country” 
(131). I can’t argue with this advice.
Teresa King is Associate Professor in the 
Department of Psychology and Director of 
the Honors Program.
He suggests that tribe could be 
defined as “the people you feel 
compelled to share the last of your 
food with.” 
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slave-girl Hagar (Ishmael’s mother) 
as representing Judaism, a reversal of 
Jewish self-understanding that could 
only be seen by Jews as identity theft 
(92-97).
If this sibling rivalry is to be broken, it 
has to be done on the Abrahamic turf 
that the three monotheisms share. Part 
Two (“Siblings”) seeks to do precisely 
that, and presents a deft re-reading of 
the sibling rivalries central to the stories 
of Abraham’s family (Isaac and Ishmael, 
Jacob and Esau, Joseph and his broth-
ers). These have conventionally been 
read as displacement narratives, with 
the younger and weaker sons acquiring 
the inheritance rights and the blessings 
that should have gone to their older 
brothers, leading in each case to ten-
sion, hostility, and potential violence. 
God chooses those who would other-
wise have lost out. What Sacks argues, 
however, is that the narratives are 
designed to subvert the surface mean-
ing of the text. The biblical reader is 
subtly led to empathize and even iden-
tify with the displaced outsiders Hagar, 
Ishmael, and Esau, with Joseph’s broth-
ers (among the chosen, but painfully 
aware of their father’s favor for their 
younger sibling), and with Jacob’s wife 
Leah, who endures her husband’s obvi-
ous preference for Rachel. The liter-
ary craftsmanship linking these stories 
place in the debate. When the effort 
is made by Rabbi Jonathan Sacks, that 
place will be a prominent one. Sacks is 
the former Chief Rabbi of the United 
Kingdom, the author and editor of 
more than 25 books, a regular presence 
in the British media, and a globetrot-
ting academic. He writes with clar-
ity, erudition, and passion. It would 
be a mistake, however, to approach 
this book as a conventional scholarly 
examination of religious violence, 
despite its author’s deep learning and 
broad reading in a range of disciplines. 
The book may better be read as an 
intervention in two distinct discussions: 
the critique of religion promoted by the 
so-called “new atheists,” for which the 
book serves (largely implicitly) as rebut-
tal, and the call for interfaith dialogue 
among Jews, Christians, and Muslims, 
for which the book serves as a model. 
For Sacks, the problem of religious vio-
lence has to be addressed from within 
a religious context, something that the 
new atheism is ill equipped to do. The 
world is becoming more religious, not 
less, and the only way to defeat reli-
gious violence according to Sacks is to 
confront it on theological grounds. In 
the case of the three monotheisms, this 
entails the recovery and embrace of a 
shared Abrahamic heritage that itself 
mandates tolerance and respect for  
the Other.
The book is divided into three parts, 
with the core theological work occupy-
ing the middle third. Part One (“Bad 
Faith”) introduces readers to a set of 
concepts meant to explain the histori-
cal connections between religion and 
politicized violence. People like to live 
in groups, and religion emerged to ena-
ble that by generating solidarities based 
on mutual trust. At the same time, the 
inborn human tendency to distinguish 
between insiders and outsiders, and to 
practice aggression toward the latter, 
has meant that violence is always just 
beneath the surface. It may be activated 
in moments of social crisis, when a 
kind of “pathological dualism” (51-
65) leads people to split the world into 
good and evil, to search for scapegoats, 
and to carry out in the name of God 
grotesque acts of violence against those 
not in the group. This “altruistic evil” 
(9-10, 249) might be observed in any 
society, but if it has at times aff licted the 
relationship between Jews, Christians, 
and Muslims with particular intensity, 
the reason is to be found in the sibling 
rivalry between these three claimants 
to Abraham’s legacy. The desire to have 
what the other has – or even be what 
the other is – is for Sacks characteristic 
of the rivalry between the three mono-
theisms, and is exemplified in Paul’s 
claiming Sarah (Isaac’s mother) exclu-
sively for Christianity while seeing the 
Reimagining the Religion  
of Abraham
Keith Lewinstein
Rabbi Jonathan Sacks, Not in God’s Name: 
Confronting Religious Violence (New York:  
Schocken Books, 2015).
Both the author and title of this book are likely to attract notice. Religiously inspired (or at least legitimated) violence drives media coverage 
and colors political discussions, and any serious effort 
to describe the mindset behind it will naturally find a 
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the textual literalism of fundamentalists 
among all three traditions; the attempts 
by some in each tradition to marry faith 
and political power; the comfort some 
find in perpetuating familiar hatreds.
But there are more obstacles here 
than Sacks may want to acknowledge. 
Leaving aside the book’s failure to take 
full account of the complex social and 
political conditions (war and occupa-
tion among them) that bolster extremist 
views among both Muslims and Jews, 
there remains a conceptual problem: 
the relationships between the sibling 
monotheisms are not entirely parallel. 
The Hebrew Bible is not scripture for 
Muslims as it is for Christians, even 
if plenty of biblical and extra-biblical 
material can be found in the Qur’an. 
The stories examined so insightfully 
by Sacks don’t exist as extended nar-
ratives for Muslims. The Joseph story 
constitutes a partial exception, but 
the Qur’anic version sits on its own, 
disconnected from any larger narra-
tive about the trials and tribulations of 
a covenantal family. Joseph functions 
primarily as monotheist prophet in 
the Qur’an, as do Isaac and Ishmael; 
there is no covenantal drama to be read 
against the grain, and no exclusionary 
attitude toward Isaac resulting from 
Ishmael’s place as the Arabs’ ancestral 
link to Abraham. There is no broad 
Muslim parallel to Paul’s laying claim 
together is well known, but Sacks takes 
things a step further by noting that the 
final verses of each cycle together offer 
a structured sequence with a profound 
message about identity and tolerance. 
From Cain’s murder of his brother at 
the beginning of Genesis we move to 
Isaac and Ishmael standing together 
at Abraham’s grave, and from there to 
Jacob’s and Esau’s cautious embrace, 
and finally – as Genesis ends – to an 
elaborate process of true reconciliation 
between Joseph and his brothers. The 
biblical message is that sibling rivalry 
can be overcome, and that the cho-
senness of the one need not entail the 
rejection of the other.
For Sacks, this is not just a plausible 
reading that may be imposed on the 
text. It is the core theological message 
of Genesis, “God’s reply to those who 
commit violence in his name” (173). 
This is the Abrahamic monotheism that 
can be shared by Jews, Christians, and 
Muslims, and Part Three (“The Open 
Heart”) is a sustained, sermonic call for 
such sharing to take place. One target 
of that call, according to remarks Sacks 
made on NPR last year, are young 
Muslims living in the West who might 
be receptive to a case for religious 
pluralism. One can easily imagine other 
audiences as well. Part Three addresses 
potential obstacles to the success of that 
case: the biblical concept of chosenness; 
to Sarah on behalf of Christianity, or 
to his insistence that the true children 
of Abraham are the followers of Jesus, 
not Moses (pace Sacks, 98). (If Muslims 
came to regard Ishmael as Abraham’s 
intended sacrifice, they appear to have 
done so only belatedly: the Qur’an is 
unclear on the matter, and until the 9th 
or 10th century most Muslim exegetes 
identified Isaac as the son, following 
Jewish and Christian teaching.) 
All this is to say that there may not 
be a neutral Abraham who can serve 
Jews, Christians, and Muslims equally 
well. For Muslims, the Religion of 
Abraham (a phrase used in the Qur’an) 
is just another term for Islam, and it is 
hard to imagine many Muslims being 
impressed by an Abrahamic mono-
theism that has to be excavated from 
the Genesis narratives. For all his  
eloquence, Rabbi Sacks may be preach-
ing only to the converted.
Keith Lewinstein is Professor and  
Chair in the Department of History.
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